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CHAPTER 1

INTRODUCTION TO THE STUDY

This report is concerned with the continuing development of staff in the

Australian system of Technical and Further Education (TAFE). In particular

it considers how college and administrative staff, as well as external

consultants, can become actively involved in the evaluation of staff

develotment programs and activij(s. The initiation of such a study reflects

the deep concern shown by all sections of the educational community about the

fuv.irc ,ales of teachers in the decades to come. This concern has arisen

leri";cly thr6:Igh changing community expectations of the purposes of education,

rapid and extensive changes in technology and the reduction in the growth of

the teaching force due to both demographic and economic factors. There is a

continuing shift in emphasis from the teacher as a transmitter of information

to the teacher as a manager of learning: learning concerned with both the

cognitive and affective development of the student. This has been accompanied

by a reduction in the traditional exercise of authcrity between the teacher

and the student and a greater emphasis upon a co-operative working relation-

ship between them. As a result teachers are required not only to keep

abreast of mod: levelopments in their disciplines but more importantly to

adopt new, and often radically different, approaches to their work.

Successive Australian Government authorities dealing with technical

and further education have also expressed concern over the future roles of

staff. Firstly the Advisory Committee on Technical and Further Education

(ACO'FAFE), then the Technical and Further Education Commission and now the

more recently constituted Technical and Further Education Council (TAFEC)

in their reports have argued that a high priority be placed on the continu-

ing development of TAFE staff, and for the reasons just outlined. The

result has been a greater interest shown by teachers and State authorities

in staff attendance at activities designed for such broad ranging purposes

as updating technical knowledge, introduction of new teaching practices,

personal growth and organizational development. However the TAFE Council

has become increasingly aware of the lack of program evaluation that

characterizes much staff development activity. At a time when initiatives

are being taken in the funding arrangements for these programs, in the types

of programs being offered, and in the regulations that affect staff atten-

dance, it seems appropriate that research into suitable procedures for



evaluation should be undertaken. With this in mind TAFEC commissioned the

Australian Council for Educational Research (ACER) to undertake an evaluation

study of selected staff development nrograms financed under the Council's

recurrent expenditure program.

In the preliminary brief there were five objectives specified for the

study. These were:

1 to develop a general methodological framework for the continuing

evaluation of TAFE staff development ,.rograms;

2 to obtain a worthwhile assessment of the effectiveness of a selected

number of staff development programs financed by Commonwealth grants,

in terms of their impact on the individuals, institutions and

authorities concerned;

3 to determine the degree to which overall needs and demands for

particular forms of staff development activity are being met by the

programs mounted with Commonwealth grants; to consider this question

also in relation to the total provision of such activities;

4 to identify significant new developments in the provision of staff

development programs in TAFE, and to evaluate the relative effective-

ness of different modes of delivery of similar forms of program (e.g.

college-based versus centralized);

5 to identify major problems and factors which could guide the future

development of staff development activities in TAFE.

A number of points need to be made concerning the way these objectives

were interpreted by the advisory committee for the study. 1
In its

deliberations the advisory committee agreed with TAFEC that the major

purpose of the study was to construct a methodological framework with which

TAFE authorities could evaluate staff development programs. It was

considered that this would allow the subsidiary aims 2-5 to be ultimately

realized. The recognition of the first objective as a major purpose

indicates the depth of concern about the lack of evaluative procedures for

staff development already operating in the TAFE system.

1
The advisory committee consisted of representatives of the Victorian
Technical Schools Division, the South Australian Department of Further
Education and the Australian Technical and Further Education Council.
It also included individuals with particular expertise in the issues
of staff development and evaluation.

14
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The researchers envisaged that the methodology developed would

represent a particular orientation or perspective towards evaluation that

defined the important issues appropriate to an evaluation in this area. We
felt that the definition of these important areas of concern to which an

evaluation study in staff development should be addressed to he a substantial

aspect of the study. In this way it was possible to incorporate the latter
four objectives. Rather than attempt specific evaluative studies of each of

these, it was felt that the issues underlying these objectives would be

incorporated within the methodological framework that was developed. Sub-

sequent trials would then provide useful information which could be

interpreted within the context of these four questions. However from the

outset it was realized that such information would be collected during the

trial phase of the development of the methodology and hence would not

necessarily provide a solid basis for decision-making in regard to current

practices in staff development. Rather it would provide a useful indication

of what were the important factors operative and how best to collect

information about those factors.

The preliminary brief indicated that the methodology should be suited

to the evaluation of staff development programs by State TAFE authorities.

We felt that it was also necessary to include both individuals and

institutions as two further groups to whom the methodology was directed.

The success of an evaluation of staff development programs, it was argued,

would be dependent upon the active involvement of each of these groups in a

manner where each would directly benefit. As a result three potential

clients for the methodology were identified, viz. the State TAFE authorities,

TAFE institutions and TAFE staff.

The brief also indicated that the study should have two thrusts. Firstly,

the methodology developed should be applicable to the evaluation of programs

of staff development, i.e. series of activities taken as a whole and directed

towards some common goal. These could include both State, college and section

or department programs. In addition the methodology needs to be applicable

to an individual staff member's program for continuing development throughout

part or all of his career. Secondly, it should also be applicable to the

evaluation of specific activities. These specific activities might include

conferences, workshops, overseas study tours and industrial leave schemes.

While such dual functions might appear difficult to reconcile, it was decided
to develop a generalizable methodology, aspects of which could be utilized
for each of these purposes.

3
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The stated objectives implied that the study was to be focused

primarily on selected programs which were financed with TAFEC special purpose

recurrent grants for staff development available to each of the States. The

inappropriateness of this restriction for the study is discussed subsequently.

For the moment it need only he noted that all staff development programs

operating in TAFE institutions were considered relevant to the study.

A final point worth noting in the objectives, and later elaborated in

the brief, is the expectation that the evaluative criteria on which the

effectiveness of programs should be assessed would be in terms of their

impact upon the individuals, institutions and authorities. The brief comments

on the need for greater objectivity in evaluation: 'To the maximum possible

extent ... the Council would expect that this project will move beyond the

area of perception and judgment on the part of staff development participants

to explore the feasibility of introducing a greater degree of objectivity

into the assessment of development programs'. The question of objectivity

may be interpreted in two ways. Firstly, it may refer to the type of actual

evidence for particular variables under consideration, and even to the nature

of the variables themselves. Secondly, it may refer to the manner in which

evidence for each of the variables constituting the evaluative framework is

related in the overall assessment of a program. We believe that too often

the latter is ignored at the expense of the former.

In summary, the major aim of the study was to develop a sound methodology

with which TAFE authorities, institutions and staff could evaluate staff

development programs and activities. In the generation of this model data

concerning current practices in staff development would be collected, which

in turn would draw attention to those issues most important for the future

development of staff development in Technical and Further Education.

The diversity of staff development programs in Australian Technical and

Further Education, particularly in regard to their form of organization and

major emphases adopted, meant that the selection of programs on which to

establish the methodology was of vital concern to the study. We decided to

focus on two State staff development programs that reflected this diversity.

The South Australian Department of Further Education and the Victorian

Technical Schools Division present two quite different approaches to the

organization of staff development. Further, each of these State systems are

characterized by a set of different factors which are relevant to the

operations of a staff development program. It was felt that such a selection

16



would encompass the major issues associated with staff development in each

of the remaining State and territory programs.

This report deals with the development of the evaluative methodology.

The second chapter is concerned with the current world-wide emphasis on the

continuing development of staff, particularly as it relates to technical and

further education. The third chapter examines the various methods by which

staff development programs can be managed and provides a basis for the

description in the following chapter of the operations of both the South

Australian and Victorian TAFE staff development programs. General approaches

to evaluation is the topic for Chapter 5 and leads into a detailed account

of the proposed methodology for the evaluation of staff development in

technical and further education (Chapters 6 and 7). The next chapter is

directed towards the trial phase of the study and outlines the manner in

which that phase was carried out. Chapter 8 also includes suggested analyses

by which data collected at either the college or system level may be examined.

The final chapter of this first part of the report discusses the application

of the general methodology to specific staff development activities.

5



CHAPTER 2

TECHNICAL AND FURTHER EDUCATION AND THE CHANGING ROLE OF THE TEACHER

Recent Australian developments in Technical and Further Education have

reflected the changing nature of education throughout the world. The

ratinnalc of the Kangan Report is founded upon a set of educational ideas

which has received widespread attention in a variety of educational reports

(OECD 1974; Unesco 1972). These basic ideas directly affect the role of

the teacher and therefore are likely to have subsequent effects upon both

the initial preparation of teachers and their continuing professional

development. Three of these are particularly important and warrant comment:

The idea that provision should be made for the lifelong education

of people;

The idea that education systems should be responsive to both social

changes and changes in knowledge;

The recognition that the basis for the authority of educators has

altered.

Firstly, a notion that has been adopted in many countries is that of

lifelong education. Not only is popular education being extended downwards

to younger children, it is also being directed towards the adult to a far

greater extent than in recent decades. Lifelong education is seen by its

proponents as an essential part of living in a society experiencing rapid

technological change. It provides a formal recognition that a person's

initial period of education cannot be expected to 'upply all the necessary

vocational skills required throughout a working life. One argument in

support of this provision is that people are likely to follow a more varied

career path than has traditionally been the case, and will require new skills

at different points of time.

It is clear that a major emphasis in the concept of lifelong education

is the continual updating of vocational skills. The extent to which this

occurs will be dependent upon both the changing demands of industry and

commerce and the aspirations of those people in or seeking employment.

However arguments for lifelong or recurrent education have not been confined

to specific training needs. Lifelong education has also been conceived as

an essential part of each individual's continuing personal development as

1



they strive to maintain harmony with a changing social and physical environ-

ment. At a time when the length of the working life of most adults is being

reduced and when increased leisure is becoming available, this latter pur-

pose of recurrent education is of particular importance. Educating for

leisure as well as work is a common theme throughout the relevant literature

(Unesco 1972). This emphasis upon personal development through recurrent

education has received new emphasis in recent times and has been considered

to be part of the role of the Technical and Further Education System in

Australia.

With growing impetus, bodies of world stature, such as ILO
1
, UNESCO2

and OECD3, are changing the emphasis in vocational education from
primarily seeking to meet industry's needs for manpower to primarily
meeting the needs of the individual person who wishes, within the
limits of his capacity, to develop his abilities to the best
advantage of himself and the community, including industry and
commerce. (ACOTAFE, 1974:14)

The implications for those responsible for the Technical and Further Education

sector of the educational system are profound. For not only must they be

responsive to the demands of industry and commerce, as they have been in the

past, but they must also be responsive to the diversity of community needs.

It is this issue of responsiveness, coupled with the concept of lifelong

education, that has particular relevance in understanding a rationale for

the continuing professional development of educators. A second set of

relevant issues concerns the responsiveness of educational systems.

Rapid developments the application of knowledge in most disciplines

llas made the task of a responsive educational system extremely difficult.

This has often resulted in a greater emphasis in curricula on the processes,

methods and inherent structures which characterize particular fields of

study. While a focusing upon the more generalizable aspects of knowledge

may be appropriate for a large proportion of the educational system it seems

to be inadequate for the satisfaction of many of the needs with which TAFE

is concerned. Courses, particularly those of direct vocational orientation,

must maintain a degree of relevance to work that is not demanded of curricula

at the primary and secondary levels of schnoling. Up-to-date content in

1
International Labour Organization.

2 United Na ons Educational, Scientific and Cultural Organization.

3
Organization tcL. Economic Co-operation and development.
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these courses is essential if students are to develop sets of vocational

skills that will lead to satisfactory job placement.

The ability of an educational system to respond to the needs of the
community is not only J.-pendent upon its ability to develop and maintain a

diverse and up-to-date set of course offerings. An educational system also
needs to be flexible in its mode of operation, catering now for a more hetero-

geneous group of students than in the past. Students involved in technical
and further education probably differ from secondary students not only in

abilities and interests but also in the values they have adopted. The
capacity to be responsive in these circumstances is dependent to a very
large extent on the organizational

processes that characterize the system.

Traditional patterns of decision-making and communication, to list just two

organizational processes, may not necessarily be suitable. Similarly the
traditional relationships between the educational system, especially at the
college or school level, and other groups such as employers may not lend

themselves to creating a highly adaptable organizational structure that can
respond quickly to changing circumstance.

A third important issue affecting modern education, and one noted by
the Organization for Economic Co-operation and Development (OECD 1974) is
the changing basis for the authority of the teacher. In the past the

educational system has been the transmitter of well-defined bodies of
knowledge and the dominant social values of the society. This situation
seems to have altered. In a pluralist society where differing sets of
values are held by different groups, there is no one set of values which

may pervade the curricula. As a result an educational system cannot assume
that its curricula, used in the broad sense, will remain unchallenged by

members of society, whether students, parents or employers. Indeed both the
content of curricula and values inherent in them are open to scrutiny.

Courses in technical and further education are alf,o vulnerable to such
critical examination. For example, some TAFE courses have explicit aims
which stress the development of certain work-related values or attitudes.

Such attitudes would not be accepted by all members of society and some may
even question their inclusion in curricula that are basically concerned with
skills. Yet again, many valueoriented aims are not stated in course

guidelines but remain implicit in the ongoing activities of the classroom or
workshop. It needs to be recognized that curricula in TAFE, like those in
other educational sectors, are not value free and that the teacher cannot

20



depend upon the basis for authority which characterized the teacher-In iner

relationship in the past for the transmission of those values. A rc ance

upon the traditional authoritative role of the teacher will not even be

sufficient to ensure the acceptance of the content aspects of the curricula.

This adds a further dimension to the notion of responsiveness with which

we have just been concerned. It emphasizes that the role of educational

institutions is not to decide without consultation what they consider are

pertinent needs of the community and then design courses to meet these needs.

Rather they need to be particularly sensitive to the community's perceptions

of its needs and design curricula with these in mind.

The three issues just outlined, the concept of lifelong or recurrent

education, the responsiveness of the education system and finally the chang-

ing basis of authority held by teachers and the education system as a whole,

have wide-ranging implications for the continuing professional development

of staff in technical and further education. For these three issues have

in part resulted in a different conceptualization of the most appropriate

learning-::caching process for Technical and Further Education from that

which we are accustomed.

Teaching in Technical and Further Education

The TAFE sector, being concerned with post-secondary education and emphasiz-

ing recurrent education, has a high proportion of mature students.
1

These

students would have varied interests and most would have been in employment

for a number of years. They would bring to their studies a set of character-

istics and attitudes quite different from those of younger students. One

might expect mature students to be more certain of what they want to learn

and to be more strongly motivated towards success in their course. Having

experienced employment they will have developed certain work-related attitudes

including being responsible for their own work. Mature students could expect

such attitudes to typify the teacher-student relationship in technical and

further education. Finally, mature students are more likely to hold a firmly

established set of values than younger students.

While one would no': expect a uniform method of teaching to be suitable

for all of these TAFE students, there has been a general change in certain

1
Fifty-six per cent of the TAFE enrolments across Australia in 1977 were over
the age of 21 years, and of these approximately half were between the ages
of 30 and 60 years (TEC, 1978a).
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features of teaching methods which educators in TAFE currently believe to

be of most relevance to teaching mature students. One is a shift in the

emphasis in teaching from the transmission of knowledge to the management

and facilitation of learning. This has been accompanied by an increase in

the autonomy of the student, a decrease in the dominance of the teacher and

a consideration of the teaching-learning process as a more co-operative

enterprise.

There are a number of important features of this approach to adult

learning worth noting, for they help build up a picture of what some educators

believe to be important characteristics of teaching in TAFE.

Firstly, learning is considered a co-operative venture. This requires

a recognition by the teacher of the importance of the relationship between
the student and himself. Indeed it requires the teacher to have a deeper

understanding of social processes that characterize the interpersonal

relationship of the learning situation. Another aspect of a 'co-operative'

understanding of learning is the opportunity for the students to become

active participants in the planning and implementation of their courses of

study. This involves the teacher in diagnosing each of the student's needs,

and even more, in assisting the students themselves to diagnose their own needs,
and plan accordingly. It is clear that teachers employing a co-operative

approach similar to that suggested by Knowles (1978) need to develop a

fairly extensive set of interpersonal skills to cope with everyday inter-

actions with their students.

Secondly, there is a greater emphasis upon discovery-based learning and

individualized programs than has been the case in the more traditional

approaches to teaching. However TAFE teachers need to consider carefully

differences in student backgrounds when planning appropriate teaching methods.

Many TAFE students, particularly the older students, may not have experienced

the so-called 'modern' methods of education such as individualized learning

and discovery-based methods. They may have been taught by didactic methods,

and will bring to the classroom expectations about teaching that are consis-

tent with that approach. These students may experience difficulty in

adapting to different learning strategies from those to which they are

accustomed. On the other hand many of the younger students may have been

educated in their primary and secondary years by teachers adopting an inquiry-

or discovery-based orientation. They may have developed a certain set of

expectations as to what are the appropriate roles for teachers and students

and be less likely to accept a more traditional teaching style.

11
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Teachers in technical and further education need also to be familiar

with modern developments in hose occupational fields relevant to their

students. There are two reasons for this. Firstly, as noted previously,

the ..:urriculum is more open to challenge by students and employers than it

has been in the past. The authority of educational institutions and

teachers has diminished. Secondly, the close interaction between the teacher

and the student which typifies a co-operative approach to learning makes the

teacher even more vulnerable in this regard. For if the teacher is treating

his students as individuals and utilizing the students own experience to

assist their learning, then any deficiencies in his own experience will be

more apparent. Once this occurs then a loss of credibility may result and

a lack of confidence on the part of the teacher develop. This problem will

be accentuated by the rapid development of new techniques in most occupa-

tional fields.

The provision of relevant curricula incorporating the most modern

applications in industry and commerce necessitates considerable emphasis

upon curriculum development skills. These skills may be required by

curriculum committees or working parties at the system level or by the

teaching force in general. If it is intended to maintain a responsive system

there may need to be some'shift towards college-based curriculum development.

Such a shift would place new demands upon teachers and require them to

develop new skills in curriculum development that otherwise would not have

been necessary.

Accompanying the changing role for teachers that is being advocated by

many educators is a movement towards new forms of assessment. This new

emphasis makes it all the more important for teachers to have a thorough

understanding of evaluation procedures. The validity of evaluation pro-

cedures in many courses will be dependent upon the teacher's knowledge of the

latest developments in his specialist field; it will also be dependent upon

the skilled use of resources available to the teacher. Consider the agricul-

tural teacher in a small rural technical college. To be responsive to the

needs of the surrounding farming community he must design a curriculum suited

to the particular needs of those students who will find work in that community.

Clearly the problems associated with curriculum development just described

are apparent. But the teacher is also faced with difficulties of assessing

student progress. It is highly unlikely that a pen-and-pencil test would be

12
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adequate by itself. The college, unless it was a specialist agricultural

college, could not be expected to provide a variety of 'real-life'

testing situations for the students. One solution could be for the teacher

to aggregate reports from farmers to whom students were apprenticed, student

reports on their own c,mpetence, and his own observations as to the abilities

of the students. Assessment based on such a variety of resources requires

highly developed skills if it is to produce valid indicators, especially at

an intercollege level, of student progress.

Each of these issues which have been elaborated in this section are

further confounded by the current stress on social and/or affective aims

within the purposes of technical and further education. For example, one

can find objectives concerned with the development of work related attitudes,

the growth of self-awareness and self-confidence in the curricula. The

establishment and implementation of curricula which take into account these

types of objectives is not easy and requires certain skills and a breadth

of understanding that have not been traditionally expected of teachers.

The purpose of this section has been to trace some of the implications

for teachers in technical and further education of a system that aims to be

responsive to the community and to focus upon lifelong education. There are

many other implications that have not yet been mentioned, particularly those

relating to senior college staff. These staff will be required to develop a

wide range of managerial skills if they are to fully utilize the resources

at their disposal in response to community needs. The increasing tendency

of colleges and their departments to be responsible for many aspects of their

functioning which have been up till now the prerogative of the State TAFE

authority will itself add pressure on many staff to learn 'managerial

techniques'. The concept of a multi-campus college has been seen by many to

be appropriate for reaching out to the community, and further emphasizes the

necessity of a high degree of organizational expertise amongst senior staff.

The diversification of courses offered and organizational structures developed

have led to greater demands on senior staff in regard to liaison with the

community. This has resulted in the establishment of college committees,

working parties and subject standing committees, all with community and, in

particular, industrial representation. At the less formal level senior staff

now are expected to maintain closer communication with senior management in

both commerce and industry to enable more immediate responses to changing

circumstances; in addition, this close liaison extends to the general public.
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We have not discussed the implications of a system concerned with

technical and further education for non-teaching staff. However this should

not be viewed as an indication that new demands are not being made of them.

Library and counsellinb -4-aff, staff providing educational services such as

educational technologists ant curriculum developers, and clerical and admin-

istrative personnel are an in:egral part of the college organization

directly affecting the responsiveness of that organization. With the

introduction of new courses and associated changes in the nature of student

enrolments, these staff members are expected to maintain the highest level

of skill possible in their respective areas. Such highly skilled services

would complement teachers who understand modern teaching methods and are

conversant with the latest developments in their specialist field.

It is interesting to note that many of the points we have raised are

the substance of a recent Victorian Technical Colleges Federated Staff

Associations submission to the Victorian Minister for Education (VTFSA, 1978).

The staff associations were very much concerned that organizational changes

such as modular training coupled with rapid changes in technology and the

diversification and specialization of courses in technical and further

education have led to significant increases in the levels of skills and

responsibilities required by teachers. They concluded:

Teachers today are therefore responsible for presenting a profoundly
more diverse, sophisticated and technical syllabus to an increasingly
heterogeneous group of students. To do this well they must acquire
and exercise a wide range of skills and accept higher levels of
responsibility. (VTCFSA, 1978:48)

In summary we would argue that the expected role of staff has changed

greatly as the technical and further education sector of the educational

system attempts to fulfil the hopes expressed by those who established it.

College staff now must be skilled in a wide variety of areas related to

their job, many of which have not been thought in the past to be necessary.

Two important questions arise. Firstly, do staff in Australian technical

and further education already possess the set of skills described above?

Secondly, if they do not, can we reasonbly expect staff to attain such a

breadth of expertise? To begin to answer these questions it is necessary

to briefly examine the background characteristics of staff currently employed

in technical and further education thoughout Australia.
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Characteristics of Staff in Australian Technical and Further Education

There are a number of characteristics of TAFE staff which seem important when

considering possible staff development needs within the system. Before these

are discussed it would be useful to comment upon the relative numbers of full-

time and part-time staff employed in technic41 and further education through-

out Australia and the areas of specialization in which they are appointed.

Appointment Characteristics of Staff

Data concerning the appointment of staff is available for the 1977 college

year (TEC, 1978a). During 1977 there was a total of 31,338 teachers employed

by State TAFE authorities. Of these 11,624 were employed full-time.

It is interesting to consider the 'streams' or levels of courses in

which these staff taught. 1 An indication of the relative number of full-time
and part-time teachers in each stream can be obtained by examining the '.eaching
effort (as defined by hours taught) directed to each stream. Forty-eight

per cent of the total teaching effort of full-time staff was concentrated

in the trades area, including both apprenticeship and post-trade courses

(TEC, 1978a). A further 25 per cent was directed to the professional or

para professional streanis. Other vocational courses and preparatory courses

received 14 per cent rnd 11 per cent of the total 'full-time' teaching effort

respectively; the final stream, dealing with adult education courses,

received only about two per cent.

Generally one would have expected most part-time teaching effort to be

directed towards adult education courses. In fact this is not so. The

part-time teaching effort was spread fairly evenly across all streams, with

slightly more being concentrated in the professional/para professional courses

(28 per cent) and slightly less in the apprenticeship trade courses (17 per
cent).

1

The Technical and Further Education Council classifies courses into six
streams. Streams one and two courses lead to professional and para
professional occupations. Stream three courses are more concerned with
apprenticeship, pre-apprenticeship and pre-employment courses in appren-
ticeable trades, as well as corresponding posttrade and other courses
for advanced skills. Other vocational courses focusing on basic
principles, skills and knowledge constitute stream four. Stream five
courses are generally courses preparatory to matriculation and diploma
entrance courses and stream six courses are oriented towards adult education
of a non-vocational nature (TEC 1978a).
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The data available which is relevant to non-teaching staff is limited.

During 1977 there were 5448 equivalent full-time non-teaching staff employed

by State TAFE authorities throughout Australia (TEC, 1978a). Thirty-three

per cent of these staff were employed in the area of administration and

16 per cent employed in laboratories and workshops. A further 13 per cent

were employed in library services, educational services and student services

including student counselling. The areas of employment of the remaining

38 per cent of non-teaching staff were not identified.

A further characteristic which is important to this consideration of

TAFE teachers relates to their area of specialization. Information is

available which includes student enrolments for the 1977 college year for

each of eleven fields of studyl (TEC, 1978a). Since staffing allocations

are generally dependent upon student enrolments these statistics give an

indication of the relative numbers of staff teaching in each of the fields.

It is evident from an examination of this data that most teachers in

technical and further education are appointed in three major areas of

specialization. These are:

1 Business studies includes accounting, banking and financial studies,

data processing; management and supervision,

marketing and sales; secretarial services.

2 Engineering - includes automotive trades; drafting; electrical

and electronic engineering; refrigeration trades.

3 General studies includes drama, speech and languages; sociological

studies; humanities.

One might expect that teachers specializing in different fields may

have different sorts of staff development needs. In some fields there may

be greater demands made upon staff to maintain a close liaison with

employers; in other fields there may be an emphasis upon the use of

particular teaching methods. Furthermore it is likely that the extent to

which staff in each of these fields exhibit such needs would be influenced

by various staff background characteristics. We will now elaborate upon

some of these.

1
The eleven fields of study used by the Technical and Further Education
Council are: applied science, art and design, building, business studies,
engineering, rural and horticultural, music, paramedical, industrial
services, personal services and general studies (TEC, 1978a).
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Background Characteristics of TAFE Staff

Although no data are available for part-time staff, a considerable amount

of information about full-time teaching staff has been collected in the

1977 Technical and Further Education Council staff survey (TEC, 1978b).

In spite of limitations of the study, which are acknowledged by the

Council, the report does provide some indication as to the background

characteristics of teachers in technical and further education throughout

Australia. The information presented includes the length of previous and

relevant non-teaching experience, non-teaching and teaching qualifications

held by staff, and finally their age. Each of these characteristics we

believe are directly relevant to an assessment of the possible needs of

staff in regard to their continuing professional development.

Teachers in technical and further education are, on average, older than

those in secondary and primary education: the staff survey (TEC, 1978b)

indicated that the average age of TAFE teachers was 41 years, and that the

average age on recruitment was about 33 years. By contrast the average age

of school teachers in government systems in Australia was, at that time,
32 years. The older age of teachers in technical and further education,

when coupled with their late age of recruitment, is relevant to this study.

It can be assumed that in the main these teachers will have experienced

relatively traditional forms of teaching in their own education, and that

many would not have been in close contact with the changing emphases in

education during the late 1960s. The values and attitudes held by many of
these teachers are therefore likely to be congruent with those that

characterize traditional educational systems, and it cannot be assumed

that they would readily accept many of the ideas and practices espoused by

those who established technical and further education in Australia.

The majority of teachers surveyed had had at least some previous work

experience relevant to their teaching field. This could have been either
in non-teaching employment or employment as a teacher in another sector of

education.

Nearly two-thirds of all full-time teachers had been employed in

industry or commerce prior to teaching, the average being about 13 years.

Of these teachers it seems that trade teachers have the greatest amount of
work experience. It is possible to make some estimate of how recently
staff had had this work experience. The average age of trade teachers was

41.2 years and their average age on : ecruitment was 32.8 years, which would
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suggest that, on average, the work experience will have been gained about

eight years prior to their present teaching position. Needless to say this

has important implications for any program designed to assist these teachers

maintaining an ongoing knowledge of their industry, since the relevance of

much of that experience must be seriously questioned. At the middle level

or technician levels a similar situation exists where the average lag

between industrial work experience and current teaching is just over six

years. It must be remembered that it is at this level, in such fields as

electronics and computer science, where the effects of technological change

are greatest. Apart from a knowledge of a specialist area, work experience

also provides the teacher with an understanding of the nature of employment.

Teachers would have developed a knowledge of working conditions and an

understanding of employer and employee attitudes and values during their

time in industry or commerce. It is important, if many of the more affective

outcomes of technical and further education are to be achieved, for work

experience to be relevant to current employment opportunities.

An understanding of the basic principles and skills underlying a

teacher's specialist field will have also been gained from courses of

study the teacher has undertaken in that field. It was felt by those

responsible for the study into the formal preparation of TAFE teachers that

about 88 per cent of teachers held 'appropriate' non-teaching qualifications.

i.e. possessed at least a trade or posttrade certificate (TEC, 1978b).

About a third of teachers holding non-teaching qualifications obtained

these qualifications after recruitment to teaching, and a further 10 per cent

are currently pursuing them. For these teachers the current relevance of

course content can be assumed. However this still leaves a large group of

teachers about whom such an assumption cannot be made.

As well as the necessity to have a sound and current understanding of

a specialist field, the need for teachers to be aware of modern educational

practices has also been pointed out. In particular mention was made of the

areas of instruction, curriculum development and student assessment. Much

of the teacher's knowledge of educational practices will be obtained from

courses of initial teacher preparation. The TAFE staff survey (TEC, 1978b)

indicated that about two-thirds of the teaching force held recognized

teaching qualifications, most of which were obtained after recruitment. A

further large group of teachers, about 16 per cent, were currently attending

initial teacher preparation courses. A similar number appear to possess no

teacher training qualifications.
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It is likely that many of these teachers would have received their

initial teacher preparation in the past five or six years. Therefore they

could be expected to be conversant with modern teaching methods that were

particularly relevant to mature students. This need not be the case. The

Tertiary Education Commission Report (TEC, 1978b) which focused upon the

formal preparation of TAFE teachers, noted that greater emphasis needed to

be placed in these courses on adult learning theory, and in particular, its

relationship to specialist vocational areas.

A final characteristic of teachers currently employed in Australian

technical and further education which is important for the successful implem-

entation of many of its aims is the length of service of those teachers.

According to TAFEC Statistics ( TEC, 1978b) 37.5 per cent of full-time teachers

had been teaching in this sector for three years or less. This is not sur-

prising since it has only recently been established and there has been a

rapid expansion in student enrolments. However it does have profound

implications for staff development policies adopted by Stc.te authorities.

This is further emphasized when one realizes that many e .hose teachers

with longer service would have taught for quite a number of years in

technical schools that were part of a secondary rather than post-secondary

system. The effect of length of service is not just upon knowledge of

subject matter or teaching practices. Length of service also affects the

attitudes of teachers to technical and further education. Teachers recently

recruited to technical and further education cannot necessarily be expected

to be sympathetic to, or even aware of, the goals of the system unless they

have been exposed to appropriate induction procedures. This need has been

recognized by the Technical and Further Education Commission in their triennial

report 1977-1979 (TAFEC, 1976). Similarly teachers of greater length of

service but in a system with somewhat different goals will not necessarily

ascribe to or be aware of those goals with which they are now concerned.

In Summary

This chapter has been concerned with the rationale for a staff development

program in technical and further education. The idea of lifelong education

and a responsive education system, together with a changing basis for the

authority of the educator, places new demands upon all categories of staff

employed in this sector of Australian education. In particular it may be

necessary for teachers to develop a range of skills, understandings and
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attitudes in order that the aims of the system might be realized. The

extent to which such skills need to be developed is dependent upon the back-

ground characteristics of staff employed by the State TAPE authorities.

We would argue that the examination in this chapter of the background

characteristics of TAFE teaching staff clearly supports the special purposes

grant for staff development which has been made available by the Technical

and Further Education Council over the last three years. Unfortunately little

parallel data is available regarding non-teaching and senior staff. However

we feel sure a similar justification would emerge. In fact the TAFE Council

is cognizant of the widespread need for both these groups of staff and have

made particular mention of this in their 1977-1979 Triennial Report.

If we accept the need for staff development programs then the issue

arises as to how such programs can be managed. This is the concern of the

next chapter.
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CHAPTER 3

THE MANAGEMENT OF STAFF DEVELOPMENT IN TECHNICAL AND FURTHER EDUCATION

Responsibility for the management of staff development is a central issue in

the successful implementation of any program dealing with the acquisition of

new skills, understanding and values concerned with technical and further
education. As might be expected people, both within and outside the system,

hold differing views as to who should be responsible for the continuing

development of staff. Consequently different approaches to the management

of staff development are proposed by different sections and levels of the
educational system. This is true of most educational systems and in relation

to the present study there was no reason to think otherwise in the case of
the TAFE system. Generally these different approaches reflect differences
in the priorities held for staff development programs. We begin this section

of the report with a brief discussion of the different purposes of staff

development. This is followed by a description of the structures or elements
of a staff development program. Finally an overview of three typical

approaches to the management of programs of this type is presented. From
the outset we would point out that what follows is not a systematic review

of the literature in the area. Even so a number of worthwhile articles have
been mentioned which may be of particular use to those organizing staff

development programs.

The Meaning of Staff Development

So far no definition of staff development or its synonym 'continuing

professional development' has been offered and this has been quite deliberate.

There appears to be no accepted definition of staff development. Some

educators and policy-makers define it narrowly, others more broadly.

A narrow definition would be of the type 'employment-oriented

education ... activities which have as their intended purpose preparation

for specific program demands which decisions within the system have created'

(Howsam, quoted in Rubin and Howey, 1976).

A broader definition is: 'Every teacher is also a career-long student.

That portion of his education which follows in time, (1) his initial

certification and (2) employment is known as in-service teacher education'

(Joyce, quoted in Rubin and Howey, 1976). Another fairly broad definition
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of staff development 15 provided by Rubin and Ilowoy (1976), and this time

attributed to Marsh: 'any activity that might improve the effectiveness of

educational workers through their own development'.

The narrow understanding of staff development described above emphasizes

that the skills acquired should relate to quite specific duties of the staff

member. These duties could be teaching, administration or some other

function. Appropriate staff development activities would most likely be

directed towards the acquisition of particular competencies thought by

educational specialists to define staff members' roles. The effectiveness of

these activities would be demonstrated by their direct impact upon job

performance. It is interesting to note that this view of staff development

is most often attributed to senior administrators within an educational

system.

The broader definition of staff development considers not only specific

skills related to staff members' current duties but also includes the

preparation of staff for future roles within, or even outside, the system.

This understanding of staff development is further broadened by the

inclusion of both professional (work-defined) and personal growth as

legitimate areas of concern. Central to this broader notion of staff

development is the belief that successful teaching, for example, stems from

the teacher's desire for self-fulfilment in addition to the mastery of a

set of teaching competencies. Some of the benefits derived from a program

with these intents will directly relate to classroom or office performance;

others will not.

Ferry (1974) adopts a somewhat different perspective to understanding

the limitations or boundaries of what one sees as legitimate staff develop-

ment. Two dimensions are distinguished that relate to the basic purposes

of recurrent education for staff: academic-pedagogic, and personal-

vocational. These have been illustrated in Figure 3.1.

It might be expected that most educational administrators would view

quadrant 4, i.e. the development of job related skills, as being the most

beneficial form of staff development. This cell would also correspond to

the narrow definition just considered. On the other hand the legitimacy

of staff development activities orientated towards one's own personal

development and of an academic nature, i.e. quadrant 1 is likely to be

questioned by both senior administration and the general public. Finally,

the broadest definition of staff development proposed would encompass all

four quadrants of the diagram.
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Recently there has been a further extension to the definition of staff

development to include not only the continuing development of individual

staff but also that of the system and, in partic.lar, the college. This has

resulted from a growing concern that many of the factors preventing

institutions attaining maximum effectiveness are specifically associated

with organizational processes inherent in the institution. Among the

organizational processes that have received attention have been form of

decision-making, communication patterns and general responsiveness to

changing circumstance. As a result the alleviation of organizational needs

and the facilitation of organizational growth as a whole is now considered

by many educators and senior personnel as being a legitimate purpose of any

staff development program. This purpose itself is more commonly referred

to as one of organizational development rather than staff development. We

feel that organizational development is possibly too general a term and for

this report we prefer and will use the term college development.

In brief, staff development can serve a wide variety of purposes.

However the range of purposes for which resources can be allocated to staff

development is not clearly defined. For some the range is quite narrowly

conceived; for others it is extremely broad. Public acceptance of the

various purposes of a staff development program is an important process and

as yet no consensus has been reached within either educational systems or

the more public arena.

Personal Education

Academic/Theoretical

1 2

3

Pedagogic/Practical

Vocational Education/

Career Training

Figure 3.1 Two Dimensions, Personal-Vocational and Academic-Pedagogic,
which ma Characterize the Purpose of the Staff Development
Program jfrom OECD 1978)
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Staff Development Pral.rams and Activities

Just as there is a wide variety of pos hie purposes so there is a groat

diversity in the organization or staff development programs. At this point

it may be useful to clarify the meaning of the term 'program'. By program

is meant a group of related staff development activities directed towards

a set of goals which concern the overall functioning of educational systems,

colleges, departments and individual staff members. Staff development

programs will differ in the extent to which the constituent activities are

related, the goals of the program defined and the system or elements within

it affected. Staff development activities are the strategies or processes

by which indi4iduals, or the organization in the case of college development

activities, attain particular outcomes. The important point is that these

outcomes need not be related to an overall set of goals previously designated

by the individual or the institution. Activities can be defined without

reference to a program.

'a begin -n examination of the possible ways to manage a staff

development -ogram it is necessary to first describe the possible types of

activities which may comprise a program. In this section we draw heavily

from a report Atom :nhe Centre for Educational Research and Innovation

concerning itr,evation in in-service education and the training of teachers

(OECD, 1978). We would recommend the interested reader to refer to the

origi_41 report at, it provides an excellent synopsis of recent ways in which

staff development is being conceived in a wide cross-section of countries.

That relor. considers that there are four aspects of any staff

development ict'vity of interest. They could be referred to as defining

characteristi s and are (1) the providing agency, (2) the type of strategy

on which the iii development activity is based, (3) the location of the

activity, and finally (4) the target users or possible participants.

Prnfiding Agency

The typos of agencies capable of providing activities or strategies

appropriate to the continuing development of staff in technical and further

education are extensive. Of course certain agencies will be more relevant

to the acquisition of particular skills, understandings and attitudes than

others. We could expect that industrial and commercial enterprises would

be more concernbd with assisting staff in keeping abreast of changing

technology. Teaching institutions are more likely to be involved with the
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skills of teaching and curriculum development. ihore are also many other

potential organizers or staff development activities such as the various

touching associations and trade unions. As wall as the State TAFk

authorities the colleges themselves can be major providers for staff

development.

An important point that recurs in the literature in this area is the

extent to which staff are involved in the organization and development of

these activities. Of major concern in discussions of this issue is the

question of relevance of activities to the specific needs of staff. When

activities are organized by agencies outside the college, with little

opportunity for college staff to assist in planning, they may not focus

upon the types of problems and issues which are of immediate importance to

the staff member. It may be useful therefore to characterize providing

agencies also in terms of the extent to which they encourage college staff

involvement in the planning and implementing of activities they provide.

The Type of Staff Development Strategy

As in the case of the providing agencies, the possible strategies for staff

development are quite varied. Traditionally short courses have been the

typical form of staff development activity, especially within the in-service

model of training. However recently the range of possible strategies

suitable for the further education of staff has extended to include visits

to industry and other colleges, conferences and seminars, secondment to

other educational institutions and work experience in a staff member's

specialist field. College and departmental meetings may themselves be a

source of staff development as may regional meetings to discuss educational

issues. The role of consultancy both within colleges and between college

staff and outside organizations is another example of what is becoming a

more acceptable form of staff development activity.

Location of Activities

The location of staff development activities is an important consideration

because of its influence upon staff attendance. It is important also for

another reason. The location of activities may affect the range of possible

outcomes which result. For example, activities located on-site are more

likely to take into account contextual factors operative in the college and

hence be directed towards a more immediately relevant set of goals. The

proponents of such college-based activities argue that the close connection
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between the further education of stall and their classroom activities

ensures maximum effectiveness. By contraqt, others would see this as rather

restrictive, preventing staff exchanging ideas and developing alternative

educational strategies. And of couro ,mme of the needs of staff in

technical and further education are not likely to ho met by a program

located solely in the college. As in the case of many points made in the

literature on staff development, we feel that one must he extremely wary of

generalizing too much from arguments that are basically orientated towards

school staff rather than those involved in post-secondary education. The

issue of college-based activities will be discussed further, but for the

moment it is intended only to draw attention to the usefulness of dis-

tinguishing between activities held in colleges and those held at other

localities.

The Participants in Activities

The fourth characteristic of a staff development activity is the intended

group of participants. Without listing all possible categories of

participants it is worth noting that these include teaching and non-teaching

staff, part-time as well as full -time staff, and finally both college and

head office or branch staff. It is also significant to distinguish whether

the activities are directed towards individual staff members, groups of

staff members from the same department or across a range of departments, or

even whether entire college staff are involved. This has particular

relevance to the broader understandings of staff development to which

reference has been made, especially those which include departmental and

college development.

A listing of the possible characteristics of staff development

activities is a useful exercise for two reasons. It is of practical value

because it provides a framework for their classification, and this we will

do in Chapter 4. However its importance lies foremost in that it raises the

very same issue that was seen to underly the various definitions of staff

development itself: what constitutes legitimate staff development and staff

development activities? For it cannot be assumed that there is consensus

within technical and further education, or any other educational system for

that matter, that each of the many possible activities characterized above

are in fact proper ways for the expenditure of resources. There is likely

to be widespread disagreement on both the appropriateness of some strategies

and the applicability of the program to various groups of staff members.
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Furthermo re U classifi cat 1(111 o f possible ac t ivi i toget he r with a fa irly

well defined understanding of the purposes of staff development provides one
1100,4 for deciding priorities in the design of d suitable staff development.
progralli.

TheWEC Staff Development Program .11977-79)

At this stage it seems useful to examilw the recommendatiens of the Technical
and Further Education Commission Report for the triennium, 1977-1979, in

regard to both the purposes and types or activities to which the special

purposes gralit (staff development) should be directed.

That report does not define explicitly the meaning that members of the

Commission attached to the concept of staff development. At one point

however they state that 'all types of teachers should have access to staff

development programs both to raise levels of competence and to overcome the
tendency for the wide range of teaching tasks within TAPE to cause a lack
of interaction in the work of TAPE institutions'. The report then continues,
'much more needs to be done to develop staff who have a firm understanding

of the nature and needs of TAPE' (TAFEC 1976, para 7:14).

This point is taken up again in the discussion of the needs of newly
employed staff. When discussing these staff the report suggests that they
should be provided with the opportunity to recognize their own educational

needs, understand the aims of technical and further education in Australia,
develop interpersonal skills and generally gain confidence in dealing with
their students. Elsewhere in the report's discussion of staff development

we find reference to the fostering of professional contact between teaching
and non-teaching staff and the exchange of ideas and experiences between

institutions and State systems. Mention is also made of the need for

certain staff to become qualified in 'the professional disciplines within

education, such as curriculum theory and development or educational

psychology' (TAFEC 1976, para 7:25). It seems that only in one instance

1
Due to the establishment of the Technical and Further Education Council
during this period, the former TAFE Commission's report has direct influence
only on the funding arrangements for the first year of the rolling triennium,
i.e. 1977. The present TAFE Council's advice appended to the Tertiary
Education Commission's reports have dealt with 1978 and 1979. Hmever for
the purposes of this study comments made in the Commission report provide
an adequate description of the intended program at the time of this study.
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of it lot .f specific tompotonclos stiff those rotate to modero toarhlog/learni111

(0101111110S MO technology, 111 fact tho report considers that the development

of these competencies should ho A key hart 01. 1h0 110WOVOF 00 111011-

ti011 is Mat, tit th. need for the ,0ncinual updating of knowt.dgu in a

teacher's specialist field, although from a reading of earlier reports

(e.g. ACOTAUE, l9).1) ono can assomo !hal this I gonovally a..optod by Iho

Commission.

In hrlof, while some comments with their emphases (In !pocifiv Jot(

related competencies would suggest a fairly narrow conception of staff

development, other comments would indicate this 001 10 he the case. !;one

of these are noted above, such as the fostering of professional contact

between staff' and the analysis of one's own educational needs. Roth those

examples indicate a broader conception of staff development:

The triennial report of the Commission does make ,:tine explicit comments

on the types of activities it sees as appropriate. With regard to the first

defining characteristic, the source or providing agency of the activity, the

report emphasizes that agencies outside TAFF should he involved. Particular

reference is made to universities and colleges of advanced education, and it

is suggested that colleges which provide initial teacher preparation should

maintain an ongoing contact with all TAFI teachers. The strategies proposed

are basically similar to those described earlier in this section, but with

two important additions. These are firstly, staff exchanges with industry

and other educational institutions and secondly, further formal study in

education for selected teachers. The notion of staff exchange with industry,

rather than merely work experience programs for teachers, is a strategy that

has been used in the United States, although little information is available

concerning its effectiveness. Of course further formal education is a

generally accepted form of staff development. However the extent to which

the TAFE authorities viewed this as an activity on which staff development

funds could be legitimately spent was unclear at the commencement of this

study.

There is little explicit discussion about the location of staff

development activities except in two instances. Firstly, considerable

attention is paid to the establishment of residential staff development

centres which could serve a wide variety of purposes including aspects of

both initial and continuing teacher education. Secondly, the report

recommends that the portion of the staff development program directed to
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Iho ropovi dr4ovi iffloorloot ionclosions concerning (lie
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ill'ilortunities for the further edtwotion el tltl (0.iching 01111 o,w teo.hing

speriolisi shill, II ti pwollhlo to o4A.ovi.4411 the prtorttles within
this brood vongo I t stall, Newly employed toorhing staff 111'0 Cont1100C00

ttl hove particular needs which illy ho allot/toted by o period of induction
or up to one mouth before the) toko o closs, Although recognizing the
extensiveness of the port-time teaching force the report MgilWit!i that only
pilot preparation programs should he htitiatod for these staff. No

particular groups of full-time teachers aye afforded any priorities which

contrasts to the section dealing with non teaching specialist staff. here
we find the Cmmnission placing highest priority on the training of library
and counselling staff. A final target group highlighted In the report are
those staff who have the potential to work in a variety of TAPE head office

and institution activities, including teacher preparation courses specifi-
cally designed for technical and further education. Per the present alloca-
tion of resources to the further development or such people as clerical
staff has not been recommended,

The summary above attempts to identify the main features regarding

staff development contained in the Commission's Report for the triennium
which is just concluding. There are few very explicit directions given to
the individual TAPE authorities for the expenditure of resources allocated
to staff development. It seems that State TAFE authorities are given a
fairly free hand at developing a comprehensive staff development program
which is suited to their own particular needs. In Chapter 4 we shall detail

the programs offered by both the South Australian Department of Further

Education and the Victorian Technical Schools Division of the Education
Department. This will provide an indication of the typical programs operat-
ing in technical and further education throughout Australia.

This chapter on the management of staff development began by considering
the various meanings attributed to the concept. A typology involving four
defining characteristics was then proposed for examining individual staff
development activities. A fifth characteristic would be the purposes to
which the activity was directed, and which would be dependent upon the
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extensiveness of the definition of staff development which was adopted.

Like most classifications the one proposed here fails to capture the dynamics

underlying the continuing education of staff. This latter aspect of the

management of staff development is crucial to the success of any program and

deserves further attention.

Management Models for Staff Development

The management of staff development within technical and further education

is becoming increasingly important (and controversial) as the system attempts

to respond to the changing social, technological and economic climate. For

basically the management of staff development is one of control by either

educational authorities or individual institutions of particular managerial

activities or tasks that are of a regulatory function. In the report on

Innovation in In-Service Education and Training of Teachers (OECD, 1978)

seven such managerial tasks were identified. These were:

(a) the formulation of aims;

(b) the provision of appropriate financial, logistic and decision-
making resources and arrangements;

(c) the specification of broad program content;

(d) the formulation of an accreditation policy;

(0) the evaluation of progress and outcomes of policy;

(f) the dissemination of findings throughout systems;

(g) the promotion of ongoing research into system needs. (OECD 1978:25)

Each of these managerial tasks will operate, to a greater or lesser

extent, at each level of the system. In the context of Australian technical

and further education it is appropriate to examine these tasks at the

national, State and institutional level. It is also conceivable that some

may concern the individual staff member. For example, at the national level

the formulation of aims and the specification of broad program content is

not explicitly a major function of TAFEC. Rather the major managerial

task of that body is the provision of appropriate financial resources for

State TAFE authorities. However this allocation of financial resources to

State authorities is dependent, to some extent at least, upon the States'

formulation of their aims, their specification of broad program content

and other logistic and decision-making arrangements that characterize the

systems. In this way the Council can exert some influence in these areas.
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Due to its recent establishment one might not expect the last two aspects

of management, viz. dissemination and research and evaluation in staff

development to be major functions of the Council. This is not the case in

the latter instance. The present study, funded by the Council, as well as

the Report on the Formal Preparation of TAFE Teachers in Australia (TEC,

1978b) does indicate the involvement of TAFEC in the task of research and

evaluation of national needs in staff development. Indeed the TEC report

just mentioned discusses accreditation policy as it could affect initial

teacher preparation, though there is no indication that accreditation policy

will be extended to activities directed towards continuing staff development.

At both the State authority and the institutional or college level an

examination of each of the managerial tasks listed above should prove most

informative. In Chapter 4 we will carry out such an analysis as a means of

evaluating the policies and structures that characterize the planning of

staff development programs and their constituent activities. For the moment

however we intend to be less specific and discuss three fairly general and

quite different approaches to the overall management of staff and college

development.

In the OECD report just cited, the seven managerial tasks are related

to three possible change strategies that may characterize innovation - viz.

power-coercive, empirical-rational and normative-re-educative. Power-

coercive change strategies depend upon the authority of senior administrators

to introduce innovation, or in the present case, to influence the further

development of particular skills, values etc. of staff. The empirical-

rational strategy is dependent upon consultation between senior adminis-

trators and staff and appeals on rational grounds for staff participation

in in-service programs. Finally, a normative-re-educative change strategy

relies upon the emergence of innovation, or a desire for further change,

from the staff member himself. Each of these change strategies are evident

in the models for the management of staff development that have been

proposed by Yorke (1977).

Yorke (1977) examines three such models 1 . These models are based on

whether staff development is conceived as fulfilling goals prescribed by the

1

We would recommend the short article by Yorke (1977) to the reader.
We would also recommend three further references - one a collection of
readings (Rubin, 1971), another an article by Henderson (1978) and
finally, September issue of Teachers College Record (vol. 80, no. 1,
1978).
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institution and State authority or those of the individual. In the first

instance, the continuing professional development of individual staff members

is seen in relation to the overall educational plan of the institution or

system. Appropriate staff development activities are then designed on the

basis of what the system or institution believes to be of greatest need for

it to maximize its effectiveness. Alternatively, staff development activ-

ities may be designed to meet the felt needs of the individual staff members.

Central to this approach is the notion that staff are 'professionals', and

consequently must be responsible for their own continuing development. The

distinction between each of these approaches may be referred to as an

'institutional management' versus 'staff autonomy' approach and reflects

either an 'organizational bias' or a 'personal change' bias (Schipper, 1978).

The Institutional Management Model of Staff Development

In answer to the question 'What is staff development?' the Association of

Colleges for Further and Higher Education/Association of Principals of

Technical Institutions Working Party responded:

We call it staff development; some call it career management; others

go one better and call it managerial strategy. But whatever you choose
to call it, staff development is primarily part of that much advertized
need to make the best use of our resources ... we are all agreed that a
college must use its staff as effectively as possible. Therefore it
clearly must relate its policy for staff development to its policy for
the development of the college as a whole. The former is determined
by the latter. (ACFHE/APTI, 1973:3)

The specific aims of staff development consistent with this view relate

to improving the current performances of staff, preparing staff for changing

duties and responsibilities as defined by the institution and finally

providing the basis for their promotion either in their own institutions or

technical and further education in general. Each of these aims is the

responsibility of the system at both the authority and college level. It

is the system's function to make a rational assessment of the situation,

thereby identifying specific weaknesses or needs that may reduce its

educational effectiveness. A set of aims or goals is developed on which is

based a staff development program. After examining the various types of

strategies available, suitable activities are prescribed to alleviate such

needs. This is followed by an evaluation of the benefits to the institution

of the program. Central to this model is a group of senior staff who com-

prise a staff development board or committee and have responsibility for

the management of staff development. This could be likened to a top-down

approach and is illustrated in Figure 3.2.
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The strength of this model lies in the precision with which each of

the seven managerial tasks just described can be implemented. The formula-
tion of aims will be dependent upon the needs of the system, and senior

administration staff are in a position to view the overall functioning of

the organization and ascertain its needs. Senior management is then able

to specify an appropriate program to achieve these aims in accordance with

the financial resources it has at its disposal. Where such resources are
limited it is able to reassess its aims in order of priorities based upon
a clearly defined criterion maximizing

institutional effectiveness. In
accord with this criterion, programs are more likely to relate to competency-
based teacher education. Senior management will also have at its disposal
capabilities for the evaluation of programs and the dissemination of outcomes
of such programs. Where the criterion is one of maximizing effectiveness in
performance, evaluation is more likely to focus upon outcomes that may be
operationally defined, such as specific teaching competencies. This results
in a tightly constructed, highly objective, evaluation methodology, the

Evaluation

COLLEGE OR SYSTEM MANAGEMENT

Rational assessment of the

situation: identification of needs

Definition of goals of

staff development program

Staff development activities

J.7

PERFORMANCE

Providing agencies:

TAFE

Industry

CAEs

Figure 3.2 The Institutional Management Model of Staff Development
(adapted from Yorke, 1977)
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conclusions of which are readily disseminated for collegial interest and

both systemic and public approval.

There are also certain weaknesses with this particular model for the

management of staff development. Fundamental to this model is the acceptance

on the part of the staff member of the first stage - a rational assessment of

the situation by senior management. Staff may not accept such an assessment;

indeed they may even reject it. For while it may appear sound to senior

management it may not appear so for other staff. The institutional manage-

ment model, and more specifically the rational assumption implicit in it,

fails to acknowledge the extent to which the staff's interests, values,

expectations and aspirations affect both their acceptance of the need for a

particular staff development program and their participation in that program.

The greater the incongruence between the values reflected in the expected

direction of educational change and those presently held by staff, the

greater the difficulty in developing those skills and understandings amongst

staff to ensure such educational changes.

Closely associated with this model are the concepts of staff appraisal

and staff career profiles. Staff appraisal is a formal system whereby senior

staff or 'line managers' assess staff members' performances in their work

against their job specifications. This corresponds to the first step in the

model as illustrated. Strategies are then developed to enable the staff

member to attain maximum effectiveness. At the moment staff appraisal as

a formalized system is found mainly in industry and is not common in

Australian technical and further education. There are several reasons for

this. A major problem is that staff appraisal, at least in the past, has

been more closely associated with promotion and salary than with the continu-

ing development of staff. It has been summative in nature. A further

problem relates to the educational criteria upon which staff appraisal is

based. What have been seen by administrators as valid criteria for staff

appraisal have not been necessarily accepted by staff. The dilemma faced

by teachers in regard to staff appraisal is noted by Shinkfield:

One of the dilemmas facing teachers is their belief that, on the one
hand, the appraisal function should lead to professional growth while,
on the other hand, it provides a ready weapon for manipulation by
administrations. (Shinkfield, 1978:7)

The concept of a career profile for teachers was suggested in a government

policy statement in the United Kingdom, the White Paper, Education: A

Framework for Expansion (quoted in Bolam and Porter [1976]). The notion of
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a career profile was an important one. It was an attempt to describe how

management viewed the progress of a typical teacher in technical and further

education and the types of staff development appropriate to each stage in

his or her career. In a sense it represented the application of the

institution, or in this case system, management model over the entire working

lifetime of the typical TAFE teacher. 1

As might be expected objections to the concept of a career profile

emphasized the prescriptive nature of the notion, and its apparent inflexib-

ility. Bolam and Porter (1976) point out in their discussion on the concept

of career profile that 'it should be possible to devise several alternative

profiles to indicate how the careers of reasonably typical teachers generate

various [staff development] needs'.

It has been noted that the institutional management model is concerned

with meeting needs identified by a staff development committee, or senior

staff within a college. Those opposing such a process raise two objections.

Firstly writers such as Jackson (1971) argue that such models are 'need'

orientated and biased towards weaknesses within the system and of teachers

in particular. He has referred to these models of staff development as

representing the 'defect' point of view and considers that they fail to

encourage teachers to develop their own particular strengths. Rather ney
focus attention upon weaknesses,. Secondly, writers such as Yorke (197,)

note that the institutional management model does not acknowledge the staff

member's own contribution to his or her continuing professional development.

Possibly the greatest objection to this model is its failure to accept that

as 'professionals' teachers are responsible for their own continuing

development. For it is one of the defining characteristics of a profession

that its members keep up to date with the latest developments in their

specialist fields. 2
By contrast this model treats teachers very much as

employees, and insists that the responsibility for further training rests

with the employer. This premise underlies the second model for the manage-

ment of staff development. It has been referred to as the shop-floor model

by Yorke (1977), but the term 'staff autonomy' model would seem more suitable.

1
Bolam and Porter (1976) include lengthy excerpts from the White Paper
illustrating this career profile. It is an important summary of possible
career paths for teachers in technical and further education, and would
provide valuable insights for those readers involved in staff development.

2
An excellent discussion on the professionalization of teaching is to be
found in Sharp (1974) and Balloch (1974).
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The Staff Autonomy Model of Staff Development

In the staff autonomy model the individual staff member is responsible for

the recognition of his own needs, having made an assessment of a particular

problem situation, either current or in the future. Tho. emphaJis is upon a

personal assessment of both one's current weaknesses in performance and

potential development in skills, understandings and values in areas not

directly related to existing performance. The rational assessment of senior

management characteristic of the previous model is replaced by the staff

member's own assessment. The staff member would then seek to meet those

felt needs by utilizing available resources. The choice of resources will

be at the initiative of staff, as will the evaluation of the effectiveness

of resources utilized. Outside agencies, as well as the college itse/f,

may provide assistance in the teacher's recognition of his own requirements

and in further supporting the staff member implement acquired skills and

understandings in the educational setting. The important point to note is

that senior college management has no influence in the process and external

agencies have only an indirect influence.

This model has been illustrated in Figure 3.3, which again is basically

the same as that presented by Yorke (1977).

COLLEGE OR SYSTEM MANAGEMENT

Utilization of resources:

staff development activities

\

Assessment of situation

and future situations:

identification of needs

STAFF

Providing agencies:

TAFE

Industry

CAEs

Performance:

application of new

skills, ideas, etc.

Evaluation:

reassessment of situation

Figure 3.3 The Staff Autonomy Model of Staff Development
(adapted frcm Yorke, 19711
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This management model for staff development is considered more

appropriate to the professional character of teaching. Its proponents,

such as Jackson (1971) and Thelen (1971), argue that lasting benefits are

most likely to accrue from staff development activities when the process is

self-initiated because of the increased commitment of staff. Both these

writers suggest that the benefits of self-initiated staff development are

different in nature than those derived from management directed staff

development. They are more likely to be of the sort embraced by the broad

understandings of staff development described earlier both personal and

professional growth are the concern of this model of staff development.

Thelen adds a further perspective to the usefulness of this model, one

which is a recurring theme throughout this report. We quote from a comment-

ary by Rubin (1971) on the article by Thelen already cited:

The teacher, he [Thelen] asserts, no longer is driven by the missionary
zeal that once was a hallmark of the helping profession. And it is
this estrangement from the inner motives of teaching which Thelen
believes should be a dominant target of continuing education activities
... he urges that we rekindle the teacher's awareness of alternatives,
his interest in the introspective examination of his actions, and his
desire for a self-initiated change. In this way we may be able to
interrupt the cultural forces that are making teaching more of an
"out-and-out occupation" and less of an "almost-profession".
(Rubin, 1971:103)

But there are weaknesses in this approach to the management of staff

development. Most noticeable is dependence upon the staff members'

perceptions of their own requirements, both current and future, and then

their .planning abilities to meet such requirements. These are not simple

matters, particularly as far as technical and further education is concerned.

We have already noted that a substantial group of TAFE teachers, for example,

may be deficient in teaching skills and knowledge of their specialist field.

While they may be aware of a general requirement for further education in

each of these areas they may not be aware of their specific requirements.

For this they need to rely upon providing or support agencies, such as

staff development officers within or external to the college, teaching

colleagues or even personnel from industry. It is this reliance upon

external agencies which is a problem and which reduces the effectiveness of

this model. In many instances staff may not have ready access to skilled

personnel able to assist in planning their further professional development,

apart from their more experienced, and generally senior, colleagues. This

would be typical of the situation in many rural areas. However such

colleagues are usually line managers whose role may be more closely associated
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with the institutional management model of staff development. Skills and

attitudes of these staff may not be of the type characteristic of the

supportive environment necessary for self-initiated professional development.

A second major weakness parallels one we have expressed with the

institutional management model, namely the generation of conflict due to

incongruence between the needs of the institution and those of the individual.

Similarly with the staff autonomy model of staff development. College staff

are unlike many other professionals in that they work together in large

groups and are therefore subject to many of the forces which operate in

large organizations. It is quite possible that individual staff members,

on their own initiative, may develop skills in areas that are not held

important by other members of their college or not congruent with the pre-

dominant educational orientation of the college. Due to the broad and ill-

defined nature of education this is more likely than in other fields such

as medicine. In these cases conflict between staff may be generated, with

a resultant decrease in the educational effectiveness of both the staff and

institution.

Other weaknesses in this approach which could be mentioned include a

lack of applicability to college development programs and its total dependence

upon the willingness of staff to participate in staff development when there

are no formal incentives for staff to do so. Finally, it is necessary to

raise the twin issues of evaluation and accountability in relation to the

precision with which the seven managerial tasks identified previously can

be implemented. Staff development, when conceived of at a State or national

level, is a very 'open' affair based on the staff autonomy model. The

responsibility for many of the managerial tasks rests with individual staff

members and one can envisage the diverse manner in which each of these tasks

might be carried out. To be perfectly fair it could be expected that many

staff would formulate a set of aims for their continuing education and

evaluate progress towards accomplishing such aims; some may even'see it as

necessary to disseminate newly acquired understandings among colleagues.

However this makes the process of evaluation of overall State or national

programs rather difficult, since the evaluation process remains particular

to the staff members themselves, as do the evaluative methods and criteria

It is at this point that staff in technical and further education can be

differentiated from other professional groups. Unlike members of the

established professions, college staff have access to specific funds for the

purpose of their continuing professional development. Proponents of the
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institution-management model would argue the necessity to evaluate participa-

tion in funded staff development activities in order to justify public ex-

penditure. Yorke (1977) in discussing a similar approach to the management

of staff development in Further and Higher Education in England sums up this
feeling well:

The massive act of faith required on the part of management to finance
this approach to staff development may not be forthcoming, particularly
in a harsh economic climate. (Yorke, 1977:166)

Approaches to Management: A Summary

We have described two possible approaches to the management of staff develop-

ment in technical and further education. Both have their limitations. The
first model limits the professional autonomy of staff whilst the latter

reduces the integrity of the institution as a whole. Attempts have been

made to reconcile these difficulties by constructing managerial stategies

that are sensitive to both the needs and interests of individual .taff

members and the overall needs of the institution or system. In these models

the providing agencies, particularly those of the system itself, organize

staff development activities that they feel are relevant to both sets of

needs; there is also generally the opportunity for staff, through trade

and teaching associations, and senior management, to influence the types of

activities offered. In this way staff maintain their professional autonomy

and are free to select those activities which they believe are in their best

interests. The assumption is, of course, that when confronted with activ-

ities that are thought to be important by the providing agencies and senior

management staff may also see the need to attend such activities. As a

result both institutional and individual staff needs are met.

A further feature of these approaches to the management of staff

development is the expected collaboration between senior management and

staff. The intention is to discuss what each sees as their respective needs

and plan accordingly. However this process is fraught with difficulties.

Effective communication between senior management and individual staff

members only occurs after a framework for that communication has been

established. This does not simply mean some organizational procedures.

What is required is a set of understandings about the continuing professional

development of staff that is shared by all concerned and which, for both

parties, adequately defines the process. Until this state of consensus is

reached then the management of staff development will move in either of the
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two directions reflected by the two models already described. Once a common

understanding of staff development is established then it may be possible,

and we use the world 'may' advisedly, to design a program catering for both

institutional and staff needs. The fragility of this process is further

emphasized in a period of restricted funding.

Figure 3.4 illustrates the collaborative model for the management of

staff development. Staff members and senior management assess the needs of

the institution and staff. Following discussion of these perceived needs,

agreement upon the relative priorities attached to each is reached. Staff

then participate in staff development activities pertinent to those areas of

staff development felt most important. While these activities are organized

by agencies external to the college, both staff and senior management have the

opportunity to influence the types of activities offered. Evaluation of

program outcomes is the responsibility of staff participating in the program

as well as that of senior management. Judgments made about the effectiveness

of the program, or a staff member's attendance at a particular activity,

result from joint appraisal rather than from benefits or deficiencies perceived

by either participants or senior management. The collaborative approach to

the management of staff development seems the most relevant to the present

situation in Australian technical and further education, where staff possess

considerable autonomy and senior management is formally responsible for the

management of the staff development program.

Identification of needs:

Definition of program goals

Staff development activities

Performance: application of Evaluation

new skills, ideas

Evaluatio by staff:

reassessment of situation

Senior

Management

Figure 3.4 The Collaborative Model of Staff Development
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There remain many aspects of the management of staff development which

we have failed to mention. Some of these will Z., discussed in later sections.

For the moment this outline of the elements 0%,1 processes of staff development

is sufficient to enable a focusing upon tYac,. strategies appropriate for its

evaluation. Many of the issues raised live direct bearing upon such strate-
gies. The breadth of definition of :Lat..development held by various levels

of the system implies a diversitl of evaluative criteria, some of which may

not be seen as legitimate by other sections of technical and further

education. The wide variety of possible activities on which to base the

further education of staff emphasizes the need to evaluate their relative

effectiveness in regard to an equally wide range of staff development out-

comes. The managerial tasks which we have identified all contribute to the

success or otherwise of the program and are relevant to its evaluation.

Above all the identification of an appropriate management model for the con-

tinuing education of staff in technical and further education must be con-

sidered as a precursor to the construction of a methodology to evaluate

staff development programs.



CHAPTER 4

A DESCRIPTION OF TWO STAFF DEVELOPMENT PROGRAMS

The report to this stage has described rather generally the management of
staff development in technical and further education; only minor reference
has been made to the Australian situation. The purpose of this chapter is
to examine, by means of secondary data, the management of staff development
in two Australian State TAFE systems. It represents a necessary stage in
the development of an evaluative methodology. Such a process indicates
many of the contextual variables that may be peculiar to technical and
further education in Australia and which may influence the continuing
professional development of staff.

The framework used to organize the descriptive data encompasses the
seven policy management tasks mentioned in the previous chapter. These are:

1 the formulation of aims;

2 the provision of financial, co-ordinating and decision-making

resources and arrangements;

3 the specification of broad program content;

4 the formulation of an accreditation policy;

5 the evaluation of progress and outcomes of policy;

6 the dissemination of findings throughout the system;

7 the promotion of ongoing research into system needs.

Firstly, the Victorian Technical Schools Division staff development
program is considered. This is treated at both the State and college level.
The staff development programs of the South Australian Department of Further
Education is then discuised, but only at the State level as insufficient
secondary data was available for the purpose of a college level analysis.

Staff Development in Victorian Technical and Further Education

The staff development program in Victorian technical and further education
is decentralized. Colleges possess considerable autonomy in implementing
policy for the continuing professional development of their staff. However
the major responsibility for the formulation of policy resides with a
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central staff development standing committee (SDSC). This committee

represents various interests from both within and outside the system and is

directly linked to the Division of Teacher Education as well as the Technical

Schools Division. Although the committee may differ slightly from year to

year it generally consists of:

The Assistant Director of Technical Education (TAFE Curriculum and

Operations)

A member of Board of Inspectors, Technical Schools Division

A nominee of Director of Teacher Education

A nominee of TAFE Services, Planning Services Division

A nominee of State College of Victoria at Hawthorn

A TAFE principal nominee

A non-teaching staff nominee

Two teacher nominees

A college staff development officer nominee

two persons nominated by the Director of Technical Education for

their interest, involvement, and/or expertise and their ability

to contribute to the advancement of staff development

a nominee of the Council of Adult Education

a nominee of the Department of Agriculture

This committee has produced a detailed policy statement (TAFE Policy

Statement, 1979) which provides a useful basis for discussing the seven

policy management tasks which were identified in the preceding chapter. It

is worth noting that the policy statement results not only from the

deliberations of the standing committee but also reflects contributions

made by colleges. Each of the managerial tasks will now be considered in

the light of this policy statement to give an indication of how the staff

development program is organized at the State level. A description of the

management of staff development at the college level will then follow.

The Management of Staff Development at the Victorian System Level

1 Formulation of aims at the State level

A variety of possible definitions for staff development has been noted in

Chapter 2, some being rather narrow and others quite broad. The following
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definition provided by the standing committee clearly reflects the broader

views of staff development:

Staff development is a concerted, consistent and continuous process
that increases the ability of each person to function both pro-
fessionally and personally, with the overall aim of improving the
quality of technical and further education. (TAFE Policy Statement
1979)

Within this broad definition are a number of important points. Firstly,

there is the notion that staff development is an ongoing process as far as

the staff member is concerned and not a process that is needed at various,

often indeterminate,points in the staff member's career. Implicit in the

definition is an understanding of staff development that is proactive,

rather than retroactive, and one that is more closely associated with a

growth model rather than defect model of staff development.
1

Secondly,

staff development is concerned with both the professional and personal

abilities of staff. At a later point the policy statement elaborates on

what is meant by personal development and, for example, includes the develop-

ment of both communication skills and interpersonal relationships. It has

been deliberately left quite open as to what constitutes legitimate staff

development by the standing committee since it believes that such decisions

should be taken by individual colleges. However, and this is the third

point, there is the assumption that further development in abilities and

attitudes should lead to an improvement in the quality of technical and

further education; it should not result merely in the enhancement of the

individual staff member.

The specific aims of the State staff development program can be

interpreted within this understanding of staff development. Four specific

aims are listed by the standing committee. These are:

(a) to raise the ability of individuals to manage their own
professional and personal development;

(b) to improve the ability of individuals to diagnose problems and
work towards their solution;

(c) to improve the functioning of individuals within groups. Such
groups can be defined as teaching departments, colleges, regions,
curriculum and special interest areas, or the system generally.

(d) to improve the ability of individuals to cope with change, and
especially to adjust to the changing requirements of TAFE. (TAFE

Policy Statement 1979:5)

1
See for example Jackson (1971).
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It is clear that the specific aims of the program remain at a fairly

general level. The first aim, and possibly the second, relates to the

management of staff development. It suggests that the standing committee

envisages the management of staff development approaching at least in the

longer term the staff autonomy model described earlier. At the same time

the committee recognizes in the third aim the importance of organizational

processes at the various levels of the system, and the necessity for programs

to be directed towards their further development. The possible incompata-

bility between these aims has already been noted. A noticeable omission

from the specific aims is a consideration of the more typical staff needs

of either the professional or personal kind. Instead they are included in

the rather general context of the last aim and then examined later in the

policy statement. But even then only management and administrative needs

are directly specified as requiring immediate support (TAFE Policy Statement

1979, paragraph 7.6d).

There are a number of important aims not explicitly stated but which

can be derived from a reading of the entire policy statement. Two should

be mentioned. The first is to encourage colleges and technical schools to

demonstrate greater initiatives in staff development and broaden the

availability of staff development opportunities to all their staff. The

second is that there should be a more systematic and planned organization

of staff development in the TAFE institutions. It is interesting to quote

the rationale behind this latter objective:

Evidence of a systematically planned and executed staff development
program will be increasingly important in sustaining the level of
funding under the States Grants (Tertiary Education Assistance) Act.
(TAFE Policy Statement 1979, paragraph 12.6).

This is similar to the justification used by those who argue for the senior

management model of staff development. Again this raises the difficulty of

designing a systematically planned program which fosters the ability of

staff members to manage their own professional development.

In summary the understanding of staff development used at the State

level incorporates both the professional and personal needs of the staff

member and the organizational or corporate needs of the college or technical

school. The specific aims of the program reflect this breadth of definition

and also emphasize the role of the staff member in his or her own pro-

fessional development
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2 Financial, co-ordinating and decision-making arrangements

Recommendations to the Director of Technical Education for the distribution

of funds granted by the Tertiary Education Commission for staff development

to the Victorian Technical Schools Division are the responsibility of the

staff development standing committee. In particular these recommendations

are concerned with the balance between the college and technical school

programs and centrally supported activities. Table 4.1 provides a summary

of the approximate allocation of funds by the committee for the 1978 program.

The balance seen in these figures is typical of the distribution of

funds in recent years. It should be noted that the non-teaching program

referred to in the table is the responsibility of a standing committee work-

ing party which includes a non-teaching representative. Other opportunities
exist for non-teaching staff in the normal college-based programs. The
machinery for the distribution of funds to both college-based programs and

centrally-supported activities is as follows:

Allocation of funds to colleges/schools. The allocation of funds to

colleges and technical schools is based 'upon a variety of factors, including

scope and scale of TAFE operations, evidence of purposeful use of previous

grants and ability to expend those grants, and special needs in exceptional

cases' (TAFE Staff Development Instruction Document 1978/3). Colleges are

requested to make submissions for such funding, stipulating the anticipated

staff development program for teaching staff, non-teaching staff, part-time

teachers and proposed college-initiated and centrally-initiated activities.

In addition they are also asked to include anticipated details of costing

and the proposed number of staff participating. For the 1978 staff develop-

ment program the colleges were asked to submit a minimum program and an

optimum program. The minimum program was to be based upon the previous

year's level of funding plus indexation, plus an expected increase of five

per cent. The optimum program was intended to more closely reflect the

needs of the institution.

The submission presented by the colleges and technical schools for the

1978 staff development program varied greatly in both scope and detail. In

addition not all institutions applied for staff dc,tlopment funding. Of

68 institutions eligible for funding, 15 institutions failed to make an

application, 12 of which were technical schools. Those institutions which

did not make an application still received an allocation of staff development

funds. In one case the lack of an application from a technical school was
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Table 4.1 Allocation of Funds for Staff Development in Victoria - 1978

Amount
allocated

Percentage
of total

allocation

Colleges and schools with TAPE components 230,000 64.2

Centrally-supported programs for non-teaching

staff 20,000 5.6

Council of Adult Education 12,000 3.4

Central programs, administrative costsa,

TAFE personnel without access to college/
school grants and Standing Committee
commitments 50,000 25.1

Contingency reserve
b 6,000 1.7

358,000 100.0

a Includes salaries for printer (full-time), typist (full-time) and

administrative assistant (part-time).

b For the year 1978 this was given as a supplementary grant to colleges to

meet additional demands that were considered of high priority by the

executive of the standing committee (staff development).

quite deliberate: the senior management of the institution believed that

there had been too much emphasis on staff development in the preceding years

and that this was an attempt to reduce further disruption to the school

curriculum. Evidently staff development was not seen as a continuous pro-

cess. No information was available on the other non-applicants but we

assume that in most cases it was an oversight. This issue raises the

interesting question of whether institutions which do not apply for funding

should receive funds. The argument to justify their allocation is that by

infusing funds, even unwanted funds, that are tagged to specific purposes

into the institutions, then the funds may well be used by staff who are

interested. Of course th;s is dependent upon the 'grass-roots' staff having

access to staff development circulars and other information, the distribu-

tion of which may still be curtailed by senior management.

It would appear that the most important basis on which funds are

allocated is the size of the TAPE institutions, rather than specific needs

that may characterize their functioning. The nett effect of this has been

that colleges have been allocated funds which, allowing for adjustments

mentioned above, are roughly comparable over the 1977-1979 period. This
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therefore makes the major purpose of

for the institution rather than as a

ment funds.

A detailed examination of these

dealing with the management of staff

the submission one of forward planning

basis for distribution of staff develop-

submissions is presented in the section

development at the college level.

Allocation of funds for centrally-supported activities. The allocation
of funds for centrally-supported activities is also based upon calling for
submissions. Central funds are available to organizers of State-wide

activities, such as subject associations and subject standing committees.

They are also available to participants in such activities who do not have

access to college or technical school funds. Individuals who wish to obtain

central support for overseas study tours also make application to the stand-

ing committee for funding, and in Chapter 6 we detail the information

required in that application.

In brief, the staff development standing committee receives submissions

from individual colleges and technical schools for the funding of the college-

and school-based programs. The committee also receives submissions from
organizers and intending participants of activities requiring central support.

It is the role of the executive) of the standing committee to examine these

proposals and recommend accordingly to the standing committee. Since most
applicants have the opportunity to discuss their submission with the

executive officer (staff development) prior to application, few submissions

are rejected by this committee.

Other decision-making and co-ordinating arrangements. The staff

development standing committee is also responsible for making policy

recommendations on a wide variety of staff development issues. Of high
importance are its policy recommendations on particular staff development

strategies such as overseas study tours, return to industry, staff exchange,

staff leave and more recently, interstate travel. The committee has already

formulated policy on some of these; for others, such as industrial leave,

policy is still at the working party stage. Furthermore the staff development
standing committee is empowered to make recommendations on the operation of
the TAFE staff development

support unit to the Director of the Technical
Schools Division.

1

The executive during 1976/79 consisted of the executive officer (staff
development), and the two representatives of the Technical Schools
Division and the Division of Teacher Education.
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Possibly the most important function of the standing committee is its

co-ordinating role between the various facets of the program. This could

more properly be described as its 'developmental' function, and includes the

obvious co-ordination between centrally-supported and college-based programs.

It also sees as its responsibility a co-ordination between these staff

development programs and programs initiated by other sections of the Technical

Schools Division, such as TAFE services.

This concludes consideration of the major funding and decision-making

arrangements that characterize the staff development program at the State

level. A third major managerial task is the specification of program content.

3 The specification of the breadth of the program

The specification of broad program content occurs both directly and

indirectly. Direct specification of content may result from two sources.

The first is through the role of working parties established by the

standing committee. For example, the Management/Administration working party,

after an assessment of staff development needs in management and administra-

tion for senior staff, has organized during 1979 a series of short courses

relevant to those needs. The Needs/Priorities working party have been

examining strategies for the further development of organizational or college

processes. Two other working parties have been involved with more basis

aspects of the teacher's professional development. The first has been

developing a structure for mini-courses dealing with objectives- writing,

programmed instruction ana mastery learing. The second ;s currently

investigating industrial leave as a strategy for keepi,Tg up to date with

specialist knowledge.

It is clear that the range of content a ear with which worki.,z parties

have been involved is extremely broad and is congruent wi,h the definition

and aims of staff development specifiea in the 19ici policy statement.

The second is in the types of al:tivIlties that am cert7ally supported.

A total of 73 activities for teaching staff were centrally supported durin,,

1978. Of these 41 were activities that involved groups of teachers attenrl

ing seminars and workshops. The remainder concerned individual staff

wishing to attend conferences, both intra- and interstate, ol uniavrtae

overseas study tours. The focus of these activities was not narrow.

Although most of the group seminars and workshops concentrated upon teaching

skills and specialist knowledge related to specific components of the syllabus,
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activities proposed by individuals tended to be far more broad ranging.

One activity worth noting was the funding of a technical school's evaluation

of its first six years. In this instance the further development of staff

was coincidental with tho explicit objective of the activity.

Eleven different centrally-supported courses wore made available

during 1978 to non-teaching staff for their further development. To indi-

cate the wide coverage of these courses a full list of topics is included:

Basic accounting for school administration

Law for everyday business

Basic office skills

Meeting preparation and minutes

Telephone techniques

EDP course for administrative personnel

Computer accounting

Public speaking

Public relations

Typing techniques

Technical schools administration course

The breadth of program content which is evident in centrally-supported

activities is similar to that dealt with by standing committee working

parties. The standing committee also indirectly influences the breadth of

programs at the college level. At a time of limited funding, colleges and

technical schools are more likely to focus upon program content that is

more basic to their functioning. Needs that are not of immediate relevance

are likely to receive a lower priority. A further influence upon the

breadth of program content adopted is the requirement of half-yearly

accountability statements from each college and technical school. These

provide the standing committee with the opportunity to examine the types

of programs operating at the college level. The impression one gains from

the standing committee is that all, or at least nearly all, activities

listed in these accountability statements are considered legitimate forms

of staff development.
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4 Tho formulation of an accreditation policy

Currently the Victorian Technical Schools Division has no policy concerning

accreditation for attendance at staff development activities. No working

party has boon established for this purpose, nor have any individuals been

funded to examine its implications. From discussions with the executive of

the standing committee it appears that the committee does not soe accredita-

tion or the pursuit of formal qualifications as relevant to its current pro-

gram of staff development.

5 The evaluation of progress and outcomes of policy

The possibility for a systematic evaluation of the staff development program

at the State level is limited to two sources.

The accountability statements provided by the colleges and technical

schools are a source of evaluation data. In particular these reports ask

colleges and schools to state program policies, priorities and methods used

to evaluate programs as well as a qualitative statement concerning each

activity. However little guidance is provided to those completing the

accountability statements and this clearly reduces their usefulness. So

far these data have only been used as a basis for rather informal evaluations

of the overall staff development program.

Secondly, there is systematic evaluation of centrally supported seminars

and workshops. In making submissions to the staff development standing

committee organizers of such activities are asked to indicate the proposed

method(s) of evaluating the effectiveness of the activity. Organizers are

also given assistance in this regard by the staff development support unit.

The executive officer (staff development) estimated that nearly all

organizers completed some form of program evaluation. It should be noted

that most of these evaluations focused upon immediate program outcomes and

teaching/learning processes inherent in the activity. The evaluation reports

are fed back to subject area standing comm:.ttees etc. and are not used in an

overall evaluation of the centrally-supported staff development program.

6 The dissemination of findings throughout the system

The staff development standing committee has little influence over the

dissemination of information derived from college-based programs. However

it does have considerable responsibility for the dissemination of information

from a number of centrally-supported activities. For example, in
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applications for interstate travel, applicants must indicate 'the moans by

which an evaluation of tho experiences will he made available to other

teachers and the TAPE system in general' (TAPE circular No. 11, 2/1978).

In practice however most of the responsibility for the dissemination of

information after the activity rests with the individual. A similar comment

can be made in regard to overseas study tours. What does occur is that a

listing of all reports held by the executive officer (staff development) is

included in the staff development circulars to all colleges and technical

schools. A major limitation of this form of dissemination strategy is that

teachers may not see the circulars or not realize a report's relevance due

to the generally short captions by which reports are described.

7 The promotion of ongoing research into system needs

The 1979 policy statement of the standing committee acknowledges the

importance of clarifying the needs and priorities of TAFE staff throughout

the State and recommends ongoing research for this purpose. It can reasonably

be expected that such research will be the major aim of a series of activi-

ties which the standing committee has referred to as special investigations. 1

A major piece of research carried out so far has been the evaluation

of the needs of senior staff in TAFE, with particular reference to managerial

and administrative needs. This study was commissioned by the standing

committee, implemented by Professor Mackay and his colleagues of Monash

University, and may be regarded as an extremely important input to policy

formulation. This study will be discussed in Chapter 6.

Other notable research has been in the field of organizational

development and in the analysis of the needs of part-time staff and factors

affecting their teaching. Each of these studies was implemented by working

parties of the standing committee but has obtained major inputs from

external groups such as the State College of Victoria (Hawthorn) and TAFE

services.

Obviously the importance of ongoing research into the many aspects of

staff development is not underestimated at the State level and there appears

a growing commitment in this area. However it would seem that at least in

the short term most major research activities will be undertaken by external

1
The relevant section of the policy statement is as follows:

Special Investigations: This involves investigations of specific
matters of interest and concern to TAFE in this State. (TAFE Policy
Statement, 1979)
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research organizations, State College hawthorn and TAI serviceh, and funded

by the standing committee.

This concludes a discussion of the seven major managerial tasks of the

Victorian staff development standing committee. The next section will

explore the extent to which each of these tasks operate at the college

level.

The Management of Staff Development at the Victorian College/School Level

In order to gain an overall impression of how colleges and technical schools

manage their staff development programs an extensive examination of two

documents was carried out. These documents were (1) the submissions for

funding for 1978 and (2) the half year accountability statements for that

period. Each of these has been already referred to in the previous section.

It seemed appropriate to consider documents pertaining to the 1978 college

year as they could most likely provide valuable contextual information for

the major data gathering phase of this study later in the year.

Not all colleges and technical schools did in fact complete the funding

submissions and the half year accountability statements. It was noted

earlier that 15 of the 68 institutions eligible for staff development fund-

ing failed to make the relevant submission. In the case of the accounta-

bility statements only 44 of the possible 68 had been returned to the

Technical Schools Division within a reasonable time of the due date. Not-

withstanding, these responses provided an adequate sample for exploratory

purposes in this study. The documents gave some insigats into the conduct

of a number of managerial tasks in a broad range of colleges and technical

schools, even if the sample was not entirely representative of the total

population. They were particularly useful in regard to the types of aims

which guided the programs, the criteria used to allocate funds, the breadth

of program content and the overall decision-making arrangements in the

institutions. Some information was provided about the dissemination of

information derived from activities and the evaluation of those activities;

however both accreditation policy and the promotion of ongoing research

would not seem relevant managerial tasks at the college/school level.

Finally, it should be pointed out that where comparisons are made between

the data derived from the two documents, the samples of colleges and tech-

nical schools providing these two sets of data are the same. That is we

have presented analyses of only those submissions for funding from the 44

colleges which forwarded accountability statements. Prior comparable analyses
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indicate that there were no apparent differences
indicated between the data

of this reduced sample and that provided by all colleges and technical
schools which completed funding submissions.

At the college and technical
school level the policy formulating body

is usually a staff development committee. This is the opinion of the
executive officer (staff development) and Is evident from an examination of
the accountability statements. Eighteen colleges/schools Indicated that
policy and funding decisions were formulated by a staff dovolopmont committee.
Pour stated that such decisions were the prerogative of a group of heads of
department and four institutions had designated a particular staff member
to control the staff development program. It was not possible to deduce the
decision-making arrangements in the remaining colleges and technical schools
which had completed

accountability statements. However it should be noted
that 17 colleges within the Technical Schools Division do possess an
education services officer or staff development officer whose role includes
one of program co-ordination, 1

How then do those in charge of staff develop-
ment at this level of the system implement each of the managerial tasks?

It should be stressed that the documents were not designed for the
purpose to which they were put in the present study.

This necessitated, on
the part of the researchers, a fairly subjective assessment of the documents
within a framework developed

independently of those completing them.

1 The formulation of aims

Twenty six of the colleges and technical schools which returned half year
accountability statements indicated the aims that had been adopted for their
staff development program during 1978. This was in response to a general
question asking information about the college/school policy and priorities
when allocating funds. 2 Table 4.2 summarizes the major aims mentioned.

Clearly the overall thrust of the staff development programs in these
colleges was directed to the teachers' improvement of classroom practices.
A feature of some programs was the emphasis upon educational administration
skills for both senior teaching and senior non-teaching staff. A notable
omission from the aims listed in Table 4.2 was any explicit aim related to
'junior' non-teaching staff and their continuing development. One final

1
The role of education

services officers will be discussed in Chapter 5,which deals with the specific staff development needs of these
2

Appendix 1 contains a copy of each of the documents which were examined.
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Table 4.2 Thu Maior Alms of ouch College and TochnicalSchool

Stuff Dovplopment Program

Possible alms of staff development
Number of colleges/schools which

indicated this Us an aim

Skills directly voluted to touching 2

General educational development (not
directly related to current touching) 10

Skills in educational administration
6

Skills in organizing a staff members
own staff development

2

College (organizational) development 4

Other
3

point in regard to the formulation of aims should be mentioned. Very few

colleges or technical schools presented a specific set of program aims but

rather most indicated their aims at a very general level, The usefulness

of the item on the accountability statement to either the staff development

standing committee or the college/school itself is therefore open to

question.
1

2 Financial, co-ordinating and decision-making arrangements

The criteria on which funds are distributed to staff for their continuing

development are extremely varied among the thirty colleges and technical

schools which supplied relevant data. Some of these criteria are purely

mechanical and without reference to a desired set of outcomes. For example,

four of the institutions divided the funds between departments on the basis

of number of staff and three others based the distribution on each depart-

ment's share of funds in the past. Some of the criteria involved an

estimate of the extent of change likely to result at the teacher, department

and college levels - 16 institutions mentioned this as a criterion. Within

1 The executive officer (staff development)

this item on the accountability statement

schools to establish program goals. This

them and he feels that the accountability

have indicated a considerable improvement

to specify program goals.
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this criterion was the idea that funds should he directed to those activities

which would provide the MAXIMUM benefit to the greatest number of staff. A

Pow colleges indicated a preference for activities initiated and orgunizod

within the callow) us they believed these were more likely to produce wide-

spread benefit. hy contrast, Homy of the smaller institutions placed

reliance upon centrally-supported activities as they themselves larked

sufficient expertise to implement courses and numbers of staCC to make such

courses a worthwhile proposition.

Requests for funding for staff' development programs based upon those

sorts of criteria and the above mentioned alms amounted to $331,554 from 29

colleges and $79,715 from 24 technical schools. This was equivalent to

average requests of $11,432 and $ 5916 respectively. A summary has been

provided in Table 4.3 of the amount of funding requested for staff develop-

ment programs in 1978, together with a summary of the amount of funds

allocated for this purpose. An amount of $183,400 was allocated to all colleges

(average : $5916) and $46,600 to all technical schools (average : $1294).

Table 4.3 indicates that wide discrepancies existed between the amount

of funding requested and the amount allocated. However such discrepancy was

not evenly spread and many collpges and technical schools requested funds

according to the guidelines suggested by the staff development standing

committee. In contrast, other instituions requested more than twice their

previous year's allocation, and one institution requested thirteen times

that amount. Evidently these institutions either did not take the gui0J-

lines seriously or else the decision-making arrangements within the

institutions were not consistent with such guidelines.

Staff development activities that comprise these programs can be

usefully characterized along a number of dimensions. These are (1) organizer

of activity, (2) type of participants, (3) content or specialist field,

(4) major aim of activity, (5) type of activity, (6) location of activity,

(7) number of participants attending activity, and (8) cost of activity.

Some of these characteristics are more suited to a description of the

specification of program content and hence are discussed in the next section;

others are more relevant to the criteria discussed above and are considered

here. Data concerning individual staff development activities were provided

by both documents. Firstly, the submissions for funding suggested the types

of activities which those in charge of staff development thought appropriate

for the 1978 college year. Secondly, the accountability statements
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Table 4,3 Tile Amount of Ilunding_Revested by CollegesPichools fur

or Uunding

Technical schools

Star Oevelorment

Roc0JYO.Ltq

Amount of funding

in 1978LiiiAtbe Amount

t115_119notio.

colleges

No. requesting No, granted No, requesting No. granted

thin amount thin amount this amount this amount

0 - 499 I
4

500 - 999 2 9

1000 - 1999 S 9 18

2000 - 2999 3 2 5 3

3000 - 3999 1 7 3 1

4000 - 4999 4 4 1 1

5000 - 9999 4 10

10,000 - 14,999 9 4 3

15,000 - 19,999 4 0 -

20,000 + 4 1

indicated the types of activities which actually occurred in the first six

months of that year. Both sets of data are reported.

Organizer of activity - centrally supported or not? This question

appeared logically to be the first to ask since one of the characteristic

features of the Technical Schools Division staff development program is its

balance between a centrally-supported set of activities and a college-

initiated program encompassing activities provided by a wide variety of

organizations and personnel. Table 4.4 summarizes both the submissions for

funding and the accountability statements in this regard,

It is quite difficult for colleges and technical schools to assess in

any detail what funds they may require for centrally-supported activities

in the following year. This is because at the time institutions make their

applications for funding the program for centrally-supported activities has

not been finalized.

Colleges and technical schools were also asked in their accountability

statements to state whether the activities were college organized or

externally organized. This latter category would of course include the

centrally-supported activities described above. Twenty five per cent of

activities were organized by the college and seventy three per cent initiated

externally by industry, teaching associations and other organizations.
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Table 4.4 The Characterization of Staff Development Activities According
to Whether They Were Centrally Supported or Not

Support for activity
activities in

activities in accountability
submission statement

Centrally-supported activities

Non-centrally-supported
activities

Unspecified

(N=672) (N=385)

13.4 9.4

86.0 87.0

.6 3.6

Participants of staff development activities - 'target users'. One of

the major decisions a staff development committee must make is who in the

institution is eligible to attend activities and to whom will funds be

allocated for that purpose. Most of those in charge of staff development

would agree that all categories of staff are eligible to attend staff

development activities. It is interesting therefore to examine the extent

to which each of these categories are represented in the proposed and actual

programs. Information about this issue is contained in Table 4.5.

The rather high number of 'unspecified' activities in the accountability

statements is a result of some colleges and technical schools listing

activities at an extremely general level (even though the names of partici-

pants might: have been included). Included in Table 4.5 is the percentage

of TAFE staff employed by the Technical Schools Division for each of the

three major categories at the end of 1977. It is apparent that while there is

a substantial group of part-time lecturers employed, the college staff

development committees do not consider this group to be of high priority in

the planning and implementation of their programs. Alternatively, those

committees might feel that part-time staff are unwilling to participate in

the staff development program.

It is also of interest to examine the specialist fields of those

attending staff development programs. In Table 4.6 are listed the percentage

of activities attended by staff members of each of the major teaching fields

and non-teaching areas. Where appropriate we have also included an estimate

of the percentage of staff in each of these specialist areas in the TAFE

sector of the Technical Division. This estimate is based upon the number
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Table 4.5 Participants in Staff Development Activities Grouped
According to Their Role in the College/School

Category of
participant

%

% of activities in

in submission

of activities
accountability
statements

% of TAFE staff
employed by the Technical
Schools Division in 1977

(N=672) (N=385) (TEC Statistics 1978)

Full-time
teaching staff 84.2 67.6 48.9

Part-time
teaching staff 0.4 36.9

Newly inducted
teaching staff 0.3 0.3

Non-teaching
staff 9.9 13.7 14.2*

Teaching/non-
teaching staff 1.5 0.5

Unspecified 3.7 17.9

* This figure does not include part-time non-teaching staff.

of student enrolments in each of the categories for streams 1-5 at the end

of 1977 (TEC Statistics 1978), and which provides the basis for college and

technical school staffing.

Staff from almost all specialist fields of teaching are represented in

both the proposed programs and those which were implemented. Unfortunately

the rather large amount of missing data in the accountability statements

severely limits the direct comparisons which can be made between the first

two columns of data and between the second and third. However it is fairly

clear that staff representation, as defined by their area of specialization,

in the funding submissions closely parallels their representation generally

in technical and further education. There were two marked exceptions to

this. In both the fields of business studies and general studies the number

of participants in proposed staff development activities appears dispropor-

tionately low. Although it could be expected that a large number of the

unspecified category might be related to these ! E Js, this would not

entirely explain the discrepancy.

Number of participants attending the It was decided to

examine the number of participants at each of the proposed and implemented
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Table 4.6 Participants in Staff Development Activities Grouped
According to Their Area of Specialization

Area of specialization

% of proposed
activities with

participants from
this area
(N=672)

% of activities
with participants
from this area

(N=385)

% of staff
employed in this
specialist field*

Applied Science 2.8 5.5 5.8

Art and Design 4.2 1.8 2.7

Building 12.2 6.5 11.5

Business Studies 5.7 4.9 18.1

Engineering 32.7 16.1 30.7

Rural and Horticulture 2.7 3.9 2.7

Music 0.1 .2

Paramedical 0.1

Industrial Services 4.0 4.2 4.7

Personal Services 4.8 8.6 2.8

General Studies 3.3 7.5 20.6

Administration 4.0 5.2 not available

Educational Services,
Library 5.8 7.0 not available

Other 2.8 1.7

Unspecified 14.9 27.3

* In effect this refers only to teaching staff.

activities. This is relevant to a number of issues. For example, there is

a suggestion in the literature about staff development that staff members

who attend the same activity are able to gain support from each other on

returning to the college situation, thereby facilitating the introduction

of ideas and skills learnt from the activity. At the organizational level

the number of staff attending an activity can be related to the flexibility

of departments in their release of staff for staff development purposes. A

shift in focus between the planning phase and the implementation phase of

the 1978 program is evident from an inspection of Table 4.7. One reason

could be that when departments are faced with staff requests to attend

activities, their organizational procedures are not as flexible as is

suggested from an examination of the submissions for funding. Staffing

provisions might not allow more than one staff member from a department to

attend a staff development activity.
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Table 4.7 The Number of Participants Attending Staff Development
Activities in 1978

Number of participants

% of proposed
activities with this

number of participants
(N=672)

% of activities
with this number of

participants in
accountability statements

(N=385)

1 19.8 54.3

2 - 5 35.5 29.1

6 - 10 12.6 5.7

11 - 19 8.0 1.8

20 - 29 5.2 1.0

30 - 49 1.0 2.1

50 - 100 3.0 1.3

100 + .9

Unspecified 14.0 4.7

The costs of individual activities. Cost is another important

characteristic of a staff development activity as it directly affects the

breadth of coverage a program may adopt during a period of limited funding.

Table 4.8 is a summary of the expected costs per activity for those

activities in the proposed programs together with comparable details for

the activities undertaken in the first half of 1978.

Table 4.8 Cost of Staff Development Activities in Both the Submissions
for Funding and the Half Year Accountability Statements
for 1978

Cost ($)

% of proposed
activities with

this cost
(N=672)

% of activities
with this cost

(N=38S)

< $100 23.S 72.2

100 - 299 39.1 15.6

300 - 599 18.S 6.0

600 + 15.3 2.0

Unspecified 3.6 4.2



Location of activity. The location of a staff development activity

is an important characteristic for several reasons. Firstly, those activi-

ties which occur at a substantial distance from the staff member's college

or technical school are likely to cause greater disruption to the organiza-

tion and the individual staff member. To compensate one might expect

greater and possibly different benefits in return. Secondly, there is a

large group of educators (e.g. Eraut, 1972) who believe that college-based

activities, i.e. activities occurring within the college organization, are

more likely to result in enduring outcomes. However the applicability of

this proposition to the sorts of outcomes relevant to technical and further

ed,zation is untested. Table 4.9 outlines the characteristics of both the

proposed activities and those which actually occurred in regard to their

location.

With many of the activities it was extremely difficult to be specific

about the location of the stated activity. This was particularly true in

the assessment of those activities comprising the proposed programs, as the

researchers were less certain, at that stage of the study, of the precise

nature of many of the activities listed. However it is reasonable to

assume that the great majority of activities listed as unspecified was

either college-based or local, and more likely the latter.

It is apparent from an examination of both documents that the

appropriate locality for staff development activities will differ according

to the type of institution. For example, the submission for funding and

the accountability statement of a particular mono-purpose college can be

summarized as follows:

Anticipated activities in 1978 (a) Specialist Conference, Sydney

(b) Specialist Conference, Sydney

(c) World Congress 1978, Singapore

(d) Teachers Association Conference,
Sydney

(e) Seminars to be arranged

Activities which occurred in
first six months of 1978
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(a) Training Course, Sydney

(b) Seminar (local)

(c) Residential Conference
(intrastate)

(d) Short Course (local)

(e) Specialist Conference, Sydney

(f) Specialist Conference, Sydney



Table 4.9 The Location of Activities Described in Both the
Submission for Funding and Accountability Statements

Location of activity

% of proposed
activities with
this location

(N=672)

% of activiti,ns
with this location

(W385)

Within the college 12.9 Z.5

Local 12.5' 41.0

Intrastate 19.8 20.8

Interstate 15.3 9.4

Overseas 0.9 0.3

Unspecified 38.5 20.0

In contrast many of the activities listed in both documents from rural

colleges and technical schools involved intrastate travel, either attending

activities in Melbourne or attending those more regionally based. Each of

these examples clearly has implications for the proposition regarding the

appropriateness of college-based activities in technical and further

education.

3 The breadth of program content

Decisions made about appropriate aims for a college/school staff development

program influence the breadth of program content. Similarly decisions about

who is to attend activities and the amount of funding available influence

program coverage.

This section is concerned with the content of staff development

activities - what is the activity's major aim and in what specialist area

of knowledge is it focused?

The major aims of staff development activities. The major aims of

staff development programs for colleges and technical schools have already

been identified. It is therefore interesting to examine the major aims of

the activities proposed for 1978 and those which occurred in the first six

months of 1978. Data concerning this is shown in Table 4.10.

Both the major aims 'skills in specialist field' and 'skills in teach-

ing method' are aims related to a staff member's teaching performance.
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Table 4.10 The Major Aims of Proposed Activities for 1.978

and Those Which Occurred in the First Half Year

Major aim

% of proposed % of activities
activities with this occurring with this

major aim major aim
(N=672) (N=385)

Skills in specialist field 38.7 40.0

Skills in teaching method 6.5 11.9

Understanding of a broad
range of educational
concepts 18.0 26.5

Skills in management and
administration 1.8 4.7

Department/College
development 4.3 1.1

Other 0.9 1.8

Unspecified 29.8 14.0

These results are consistent with the main aim of the staff development

program for colleges and technical colleges identified earlier, viz. skills

directly related to teaching. The category 'understanding of a broad range,

of educational concepts' may need some explanation. Many of the activities

appeared not to relate to the everyday activities of the teacher. Rather,

their possible outcomes could either indirectly affect current teaching

practice or produce effects in the future. One example of an 'indirect'

outcome would be an increased understanding of TAFE and an example of a

future-orientated outcome would be a furthering of one's knowledge about the

kinds of curricula operating in other colleges. Again the high number of

activities from the funding submissions which could not confidently be

classified should be noted.

Specialist area of knowledge. Another indicator of the breadth of

program content is the specialist area of knowledge which characterizes a

staff development activity. Some activities will be focused in one particu-

lar area while others may involve differing areas of knowledge. To gain

an indication of the breadth of program content related for example to the

aim 'skill in one's specialist area', one could ask the question: For all

those activities which possess this as the major aim, what specialist

fields were represented in these activities by the participants? Cross-

tabulation data specific to this question are reproduced in Table 4.11.
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Table 4.11 The Area of Specialization of Those Activities which
Possess the Major Aim 'Skill in a Specialist Area'

Area of specialization

% of proposed
activities in
this area of

specialization
(N=260)

% of activities
occurred in this area

of specialization
(N=154)

Applied Science 2.7 8.4

Art and Design 6.5 3.2

Building 15.4 12.3

Business Studies 3.1 3.2

Engineering 42.3 21.2

Rural and Horticulture 2.3 7.8

Music

Paramedical

Industrial Services 5.8 6.5

Personal Services 7.7 14.3

General Studies 0.4 5.8

Administration 1.2 3.2

Education Services
(including Library) 8.8 9.7

Other 1.6 0.6

Unspecified 2.3 3.9

The breadth of program content when viewed in this way is extremely wide,

covering most fields of teaching and non-teaching.

Closely associated with the content of a program is the strategy by

which that content is delivered to the participants. For the purpose of

the present analysis it was sufficient to use a fairly straightforward

classification of the different types of strategies employed. This is in

contrast to attempts such as that by Tisher (1978) which grouped staff

development strategies utilizing criteria analogous to those established by

Bloom (1956). The resulting classification provides a basis for Table 4.12.

Colleges and technical schools are prepared to use a wide range of staff

development strategies within their staff development program. The tradit-

ional forms of staff development activity such as lectures, seminars and

conferences, still figure prominently in college programs. Also valued
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Table 4.12 The Types of Strategies which Characterize
Staff Development Programs

Type of strategy

% of proposed
activities utilizing

this strategy
(N=672)

% of activities

which utilized this
strategy
(N=385)

Information including
journals, films 0.4 1.3
Meetings (e.g. subject
association) 1.0 4.9

Lectures/SeminarF 13.8 20.0

Conferences 14.7 23.1

Workshops/Deminstrations 5.8 13.2

Courses/Training programs 8.0 12.7
College visits 9.8 5.8

Industrial visits 16.9 7.3
Visits, not coded above 4.0 1.0

Residential conferences 3.6 2.9
Other 4.4 4.4
Unspecified 17.6 3.4

highly are visits to other colleges and industrial or commerical businesses.

However in practice fewer staff attended these activities than is indicated
by the proposed program. This raises the question of the ease with which

staff can make effective contact with industry and commerce so that they

may keep abreast of current trends. A number of documents included some
activities which were interesting in that they indicated the breadth of

what colleges view as legitimate staff development activities. Among these
were the following:

(a) accreditation and moderation meetings;

(b) staff dinners;

(c) staff development reference materials and texts related to teaching;

(d) membership of professional organizations;

(e) fees for tertiary education.

These strategies for staff development represent very much a broadening of

what many in the past have thought to be approprilitte.staff development

activities.
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In brief, program content is broadly conceived and the strategies by

which it is presented are extremely diverse. While the major focus of

activities is upon the staff member's specialist knowledge, there are a

broad range of aims within the program. The content is relevant to almost

all full-time staff in technical and further education and staff are given

the opportunity to achieve the program aims by means of a wide choice of

strategies.

4 Dissemination and evaluation of college-initiated programs

Colleges and technical schools were requested to supply information regarding

'method of evaluating programs' in the accountability statements (TAFE

Staff Development Instruction Document 1978/3). This provided some useful

information about the ways in which institutions evaluated their programs

and then indirectly how information about the activities was disseminated.

Twenty-one colleges and technical schools stated that staff who

attended activities were expected to complete an evaluation form on their

return to their department. Usually this was presented to the head of

department and/or the staff development committee. Eleven colleges and

technical schools relied upon verbal reporting to their departments as an

evaluative procedure. Dissemination of information derived from activities

was generally of an informal kind and relied upon participants discussing

their experiences with their departmental colleagues. Only rarely was a

more formal procedure mentioned.

Twelve colleges and technical schools failed to answer this aspect of

the accountability statement.

5 A comment on the college/school level analyses

This concludes an examination of how TAFE institutions in the Technical

Schools Division manage their staff development programs. As mentioned at

the beginning of the chapter its aim was largely descriptive but at the

same time it was intended to highlight some of the issues that are relevant

to an evaluation of staff development. Most importantly it indicated the

difficulty of generalizing from data collected en masse from institutions.

Often sections of the accountability statements were left incomplete or

interpreted differently by those responding. A lack of clarity of definition

was evident on a number of occasions and some of the categories which this

study imposed on the data proved difficult to use. Nevertheless it proved

a useful exercise in that it enabled a far clearer picture of staff
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development in the Technical Schools Division to emerge than would have
otherwise been possible. It was therefore a valuable first step in the
development of an evaluative methodology for staff development.

The Role of the Staff Development Support Unit

Linking the college-initiated programs and the centrally-supported activities
is a staff development support unit. In 19781 this unit consisted of five
staff, two of whom acted as consultants and were executive officers of the
staff development standing committee. The remaining staff members were a
full-time printer, a full-time typist and a part-time administrative
assistant. The consultancy staff for this unit is not funded from the
Special Purpose Grant (Staff Development) but from the general recurrent
financial budget of the State Education Department. This unit serves four
major functions2:

1 promotes a better understanding of the aims and processes of staff

development at both the college and staff level;

2 co-ordinates the use of relevant resources between TAFE colleges and

schools;

3 disseminates information concerning staff development activities which
have been held and which may be of use to a wider audience;

4 assists staff and institutions in the management of their own staff

development programs.

These represent the major concerns of the Staff Development Support
Unit. It is noticeable that one of their major functions is not the
development and teaching of courses - rather their role is to co-ordinate
relevant resources so that this may be done.

The diagram in Figure 4.1 summarizes the relationships between the
three components of the Victorian Technical Schools TAFE Staff Development
Program.

1
In 1979 this unit expanded to incorporate a co-ordinator - the executiveofficer (staff development)

- two consultants as well as the three
support staff.

2
The source of these four functions is the TAFE Policy Statement, 1979,paragraph 11.6.
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The Management of Staff Development in the Department of Further Education

The overall management of staff development in the South Australian Department

of Further Education is the responsibility of a Staff Development Committee.

The Department's belief is that staff development needs are best met through

a centrally organized approach rather than through a number of independent

college initiatives. The committee has equal college and Head Office repres-
entation and, in addition, possesses a permanent executive. This eleven-

person committee consists of the following members:

Executive

Chairman: Deputy Director-General (operations)

Secretary: Principal Education Officer (in-service)

Executive Officer

College Members

Principal Representative: nominated by the congress of principals

Representative of Senior Lecturers (Staff Development)

Two Lecturer representatives

Head Office Members

Administration Division Representative

Representative of Regional Superintendents

Resources Division Representative

Superintendent (Training and Development)

There are three other elements which are important in the management of

staff development within the Department of Further Education. The first is
line management.

1

In the Department all senior staff have responsibility

for staff development and must provide staff development services in
colleges. This includes the analysis of staff needs, implementing appropriate

staff development programs and evaluating program outcomes. Secondly, there
is a group of six full-time staff development officers. These senior

lecturers (staff development) assist Principals in eleven metropolitan

colleges in a wide variety of staff development activities. Thirdly, there

is a staff development support unit - the Training and Development Branch -

which provides general in-service programs and assists colleges, senior

staff and individual staff members to fulfil their staff deveopment responsi-

bilities. Policy formulated by the Staff Development Committee relates to

1

Line management is a term used by the Department of Further Education to
refer to senior staff who possess managerial responsibility.
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each of these three elements and therefore this committee represents the

main policy generating structure for the Department's staff development

program. Policies generated in this manner are then recommended to the

Director-General of Further Education for approval.

Before each of the managerial tasks are examined at the system level,

a number of points would be helpful.

A major conference was held during August 1978 and attended by the

Staff Development Committee, In-servide Section of the Training and

Development Branch
1
and Senior Lecturers (Staff Development). This confer-

ence had four purposes:

1 to arrive at a recommended philosophy and goal of staff development

for both teaching and non-teaching staff of DFE;

2 to recommend priorities of activities towards such goals;

3 to allocate areas of responsibility and co-operation for the four main

Departmental 'agencies' formally devoted to Staff Development;

4 to recommend staff development activities to Colleges and Head Office

branches, which may require further investigation or negotiation.

A report of this conference has been produced and a series of recommenda-

tions directed to the Staff Development Committee for their consideration

(DFE Report 613, 1978). While this report is very much a working document

it does indicate the direction of Departmental thinking in regard to staff

development.

Secondly, a review of the work and organization of the Training and

Development Branch and its Centre (both In-Service and Ex-service) was

instigated by the Director-General of Further Education in May 1978. The

review committee had the following four terms of reference:

(a) to examine the educational effectiveness of programs offered by the
Branch to the Department of Further Education, the Public Service
and the Private sector;

1
The Training and Development Branch also provides 'ex-service' programs
to all departments within the Public Service as well as private organiza-
tions. Unless otherwise stated, when reference is made to the Training
and Development Branch/Centre in this report it refers to the In-service
Section. The In-Service Section is that component which focuses upon
Department of Further Education staff.
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(b) to examine the expected nature of market demands in all sectors for
existing and new training and development services in the next two
years and five years;

(c) to report on the resources, physical and manpower, which will be needed
to service expected future programs in the next two years and five
years;

(d) to recommend on the most appropriate ways in which the Department and
the Branch should organize to meet these demands and take initiatives
in the training and development field in the future. (Review Committee
Report 1979)

The report of this committee provides valuable intonation concerning

both current staff development practices and possible changes of emphases

which may occur in the near future.

Finally, aJd this is suggested by both the above points, the staff

development proram within the Department of Further Education occurring in

1978 was experiencing a period of close scrutiny by those in colleges and

Head Office. One must keep this in mind in the followinR description of

the DFE staff development program and in subsequent chapters of this report.

A discussion of each of the managerial tasks at the system level

follows.

1 Formulation of aims

The Staff Development Committee is responsible for the formulation of

overall priorities and guidelines for the staff development program. Policy

regarding staff development in the South Australian Department of Further

Education is expressed in general rather than specific terms. For example,

the 1978 Handbook refers to staff development in the following manner:

For any organization to develop and advance, it is necessary for the
members of that organization to develop and advance. The various
activities associated with the Staff Development Committee are
designed to enhance the professional and personal skills of the
persons undertaking them, and concurrently to increase the depth of
knowledge and experience employed within the Department. (DFE Handbook,
1978)

The latter sections of the Handbook do not expand the exact meaning attached

to the above understanding of staff development.

The Training and Development Branch presents a somewhat more explicit

understanding which closely resembles the broad definition of staff develop-

ment found in Chapter 3 and taken from Marsh (1976). The Branch argues

that staff development embraces all the planned experiences that staff
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undergo from every source for the purpose of extending competence,

efficiency, effectiveness, satisfaction and health (Trnining and Development

Branch communication, 1978). The essential features of this extremely broad

view of staff development are congruent with the working definitions adopted

by the Branch review committee:

For the purposes of this Report, training and development is under-
stood to include educational activities or series of activities,
generally of a short term nture, designed to improve employees'
job performance and their understanding of the work environment.
In addition, there is developmental work with clients, based on the
identification of needs and aspirations through a consultative
process which normally requires longer term programs. (Review Committee
Report 1979)

This second definition is useful in that it emphasizes tl- roles

which characterize a staff development program - the acquisi,

skills and the development of attitudes and more general underil

related to education. The rationale for th?s view of training and develop-

ment is clearly presented in the Training and Development Handbook (1978)

and parallels the rationale for staff development described in the second

chapter of this report. it notes that long established values and procedures

are under challenge and review and that nany issues such as industrial

democracy and organizational accourrAbilit as well as technological

advan.es will result in future organizations being sioificantly different

from what they are today. A further perspective guiding the DFE staff

development program is that the program must exemplify the overall philosophy

which characterizes all educational progra:,:s of the Department (DFE Report

613, 1978). It must therefore be consistent with the principles of life-

long learning, utili?4tion of community resources, open access for all

staff, both teaching ard non-teaching, and overall educational development.

As a result one would expect that the staff development program would

reflect a developmental or growth model approach and the further education

of stiff rather than the dblict model described earlier in this chapter

which focuses on their weaknesses in particular skill areas.

The thrust of the program is to the development of the organization

as well as the individual staff member. This close association between

the development of organization needs and the needs of the individual is

evident in the following statement taken from the Training and Development

Handbook (1978)!
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Training and developme, then, is an attempt to enable all
individuals to develop ,hemselves in a way that provides for
maximum personal satisfaction and at the same time maximise
organizational effectiveness. Further, it looks towards the
development of Departments, Sections, Branches and work groups
as effective, self-managing, healthy and productive environments
in which to work.

It is against these rather broadly defined understandings of staff

development that the three specific aims which form the basis of the

Department's submission for the 1978 Special Purpose Grant (Staff Develop-

ment) must be interpr,ted.1 These were

(a) to provide a staff development service to colleges from the Training
and Development Centre;

(b) to improve staff development activities at college level by the
appointment of college based Senior Lecturers (Staff Development);

(c) to provide programs in methodology for all newly entered lecturers.
(DFE personal Communication, 1978a)

In summary responsibility for the formulation of the aims of the program

rests with the Staff Development Committee. However while it is possible to

distinguish the rationale and general program aims for 1978, specific aims

for this period are not easily discernible. An exception to this is the

provision of teaching methodology courses for all newly entered lecturers.

2 Financial, decision-making and co-ordinating arrangements

Guidelines and priorities adopted by the Staff Deve epment Committee affect

both financial and procedural aspects of the program. For example, the

three specific aims identified above for the 1978 program were considered

when allocating funds for that period. TAFEC funds for staff development

were allocated according to the breakdown in Table 4.13.

The Special Purpose Grant (Staff Development) amounted to $26",000 for

1978 and the remainder was provided by the general recurrent ial

budget of the Department of Further Education.2

There are two notable features of this allocation of resources.

Firstly, there is a large salary component amounting to approximately

1
A further influence upon the formulation of these aims was the guidelines
.laid down by TAFEC for fundiiv, from the Special Purpose Grant (Staff
Development).

2
As in the case of the Victorian TAFE system, substantial funds from general
recurrent sources augment these special allocations.



Table 4.13 Allocation of Funds Derived from the Special Purpose Grant
(Staff Development) in the Department of Further Education

Amount
allocated

Percentage
of total

allocation

1 Lecturing salary costs

3 lecturers at Training and Development
Centre

6 senior lecturers (staff development)

3 weeks salary of beginning lecturers
at induction courses 191,000 64.5

2 Non-teching salary costs

15,000 5.1

1 Education Officer

3 support staff (70%)

3 Non-salary costs

Related contingencies
a

Interstate conferences 90,000 30.4

Total 296,000 100.0

a
This will include salaries for replacement staff in the cases where
permanent staff are abSent from colleges for lengthy periods, attending
staff development activities, while receiving full pay.

70 per cent of the total budget and which includes the salaries of new-entry

lecturers attending induction courses. Secondly, colleges were not

responsible for any portions of the TAFEC grant for staff development.

However the 1977 Handbook indicated that during 1977-78 the Staff Develop-

ment Committee would be preparing guidelines for allocation of a significant

amount of the staff development budget to be used at the discretion of the

colleges (DFE Handbook 1977). At the time of writing of this report the

colleges had begun to receive some funding.

As well as recommending to the Deputy Director General (operations)

the allocation of funds based upon the priorities which it adopts, the

Staff Development Committee has a variety of decision-making and co-ordinating

functions to perform.'

1
.These functions were redefined, in January 1978. This again indicates the
period of close scrutiny the program is experiencing.
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The administration of the interstate conference line of the budget is

the responsibility of the committee. Interstate visits for ,taff development

purposes are also includr.d in this aspect of the program arid funded from the

staff development budget. All staff wishing to travel interstate for either

of these purposes must make an application to the Staff Development Committee,

regardless of whether funding is required for travel costs, accommodation

or conference registration. An examination of records for the period

July 1977 - June 1978 indicated that 54 DFE staff made successful applica-

tions for interstate travel to either attend conferences or visit colleges

and/or industry. Twenty -eight of these staff were at least partially funded

from the conference line. A small number were funded from branch or college

general budgets. A substantial group appear to have received no funding.

The Staff Development Committee also administers various other staff

development activities such as release time scholarships, overseas scholar-

ships, overseas conference attendance, industrial leave and study leave.

Except for overseas conference attendance) these are not funded from the

Special Purpose Grant (Staff Development). The recommendations of the

Staff :evelo7,msn* Committee may. not always be implemented. In the case of

overseas scholarships for 1978, four were recommended to the Director

General of Fmrtner Education but only two were subsequently approved.

Le Staff Devrlopment Committee also co-ordinates the various staff

development resources within the Department of Further Education. In

practice this has been delegated to the Superintendent of the Training and

Development BranO Of main concern in this area are the operations of the

Training and 'ev.e/op,P,:nt Centre and the various emphases adopted by it.

For example the Deployment of Training and Development staff into the many

possible facet of staff development is the responsibility of the Super-

intendent t:o-ordination of the staff development program with the

CurOcaltr.a E, wch of the Departm-znt is t. further responsibility. The

Training and Development Branch programs 403ich are relevant to specific

curricula have been extremely -ince 1976, a poxiit noted in the

Curriculum Branch's report to the Review Committee (Curriculum Branch

i-port 19/8). That report urges a gi att:r degree of co-ordinatioy and

iteraction be'weey both Branches and their staff dfwelo:Iment resources.

1

ng the l'i71978 period, II:onr staff received at least partial funding
for t'lls purpose.

77

8 '?



An important aspect of -,

within th nepartment of Furtl

lecturers (staff development)

Operations Branch matter.

IrL,inat,on of staff development resources

.cation is the deployment of six senior

the colleges. This is largely an

last decisions in this regard have been

made by the Deputy Direct(' ,ral (Operations) on the recommendations of

both the Superintendent of the Training and Development Branch and the

Principal Education Officer (In-service). For the period beginning 1979

the location of these personnel has been decided after extensive discussion

with college principals. These senior lecturers (staff development) are

directly responsible to the principals of those colleges in which they are

working. It is evident that this is generally accepted as an appropriate

role by these personnel (Evaluation Report 294/E, 1975).

The Staff Development Committee has certain other functions which it

performs but these are better treated in following sections of this program

description.

A brief note can be made in regard to staff development funding at the

college level. Principals can approve funds for certain staff development

activities such as local conferences, seminars and workshops run outside of

the Department of Further Education. These monies are debiL;c1 against their

general travel budget and do not qualify directly for the Special Purpose

Grant (Staff Development).

3 The breadth of program content

The Staff Development Committee exerts control both directly and indirectly

over the breadth of program content. Direct control is manifest in the

administration of interstate conferences and visits, overseas travel scholar-

ships, industrial leave and study leave. It is also indicated in the

si.ecification of the third program aim for 1978, viz. the provision of

induction courses for new-entry lecturers. However most of its control

over ,;r-lram content is less direct, in so far as that content is defined

by the operations of the Training and Development Branch and the college-

based senior lecturers (staff development). This section considers each

of these content-re1aK1 issues.

Attendance at interstate conferences and interstate visits to industry,

commerce and other educational institutions is regulatedby the Staff

Development Committee. Two features of those participating in this aspect

of the program during 1977-78 require comment. Nearly all areas of
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specialization were represented among the 54 participants. The major

emphases appeared to be in the areas of personal services, such as food and

catering, engineering, migrant languages and media production. In contrast

no staff specializing in music attended an interstate conference or made an

interstate visit according to the records supplied by the committee.

Secondly, there are 29 colleges established in the Department of Further

Education. Staff travelling interstate for staff development purposes came

from nine colleges which, in total, represent about 75 per cent of all full-

time teaching staff in the Department. All of these colleges were in

metropolitan Adelaide and none were in rural areas.

Overseas scholarships present a similar picture. An examination of

those already funded indicates that the Staff Development Committee takes

a very broad view of what it considers valuable areas with which this aspect

of the program should be concerned. Both specific areas of teacher

specialization and system-wide policy issues characterize these scholarships.

The two approved in 1978, for example, focused on 'unemployed youth and

special education' and 'external studies operations in Europe'. Again, no

rural colleges have been represented among the participants of the overseas

scholarships program. This program. as well as the conference and inter-

state visit program, are examined in more detail in Chapter 9 of this report.

A major focus of the staff development prvram is defined by the

operations of the Training and Developte. Bran h. luring 1978 it was in-

tended that the Training and DevelopmeTA staff Iluld be deployed in a

manner summarized by Table 4.14.

The major emphases of the staff program defined by the

Training and Del,..,pment Branch are cleari related to teaahing methodology

and college Basic methodology includes two types of courses.

The first is a cot-. - ^t twly inducted lecturers which is held on three

occasions each y: ; it is uswilly referred to as the NELMIC course. The

second is for elv.-t_Ae lecturers with little prior teaching experience.

Advanced methodology is directc.i towards experienced teachers, both full

and part-time, and involves consultancy courses and mini courses.

Of all teaching methodology courses offered by the Training and

Development Branch most etfort goes into the NELMIC program. This three-

week course is relevant to Lcth staff of the Department of Further Education

and staff from outside organizations, including other departments of the

Public Service. This mix of clients is seen as an important feature of
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Table 4.14 The Allocation of Training and Development Staff Time to
Various Staff Development Activities in the Department
of Further Education

Staff development activity % of total staff time

1 Teaching Methodology

Basic - NELMIC* 18

- part-time lecturer's course 4

Advanced - (both part-time and full-time) 20

2 Management Development 3

3 College Development 28

4 Administration 17

5 Personal development/research/publication 10

* New entry lecturer's methods and iaauction course.

Branch activities. During 1978 122 staff attended the NELMIC program.
1

Forty-nine of these were lecturers in the Department of Further Education,

most of whom had commenced employment within the Department during 1978.2

The remainder were training officers in industry, commerce and government.

The part-time lecturer's methodology courses were attended by 161 staff in

that period, and we can assume that nearly all would have been part-time

lecturers in the Department.
3

The Training and Development Branch is also heavily committed to

programs focused on organi,,at;onal effectiveness and the further development

of appropriate organizati :I processes. These activities necessarily

involve long-term consultan4 and the Branch is able to provide external

consultants or 'change age s' for this purpose. The Branch also organizes

educational administration and staff management short courses as the need

1 These and figures related to part-time teaching methodology courses are
based upon monthly reports of the Trair ng and Development Branch.

2
A total of 38 full-time teaching staff were employed under the Further
Education Act during 1978. Thirty-two of these were classified at either
the Lecturer I or Lecturer II level.

3
Other courses for part-time teaching staff were run by senior lecturers
(stiff development) without assistance from the Training and Development
Branch.
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arises during a college development activity. In 1978 the Training and

Development staff wore involved In four college development programs.

A notable exclusion is courses directed towards the lecturer's area

of specialist knowledge. Traditionally it was felt by those of the Training

and Development Branch that those worn not its responsibility. This area of

staff development activity has recently been taken over by the Curriculum

Branch, or more specifically the various specialist curriculum committees

which are co-ordinated by the Curriculum Branch. The Training and

Development Branch views that while responsibility for z., courses

remains with the curriculum committees it could play a significant role in

two ways: (1) increasing staff development skills and other relevant

abilities of committee members, and (2) assist in the design and implementa-

tion of curriculum-based activities (In-service Statement 1978). The

direction towards college-based curriculum development which the Curriculum

Branch is adopting and the emphasis upun college (organizational) development

of the Training and Development Branch would suggest a closer working

relationship between the two in the future.

A second notable area of exclusion is courses related to the staff

member's per )nal development. This is an area where Training and Develop-

ment (In-service) staff feel that activities need not be directly offered.

Rather such programs are better implemented at the college level in the

context of a college development program. Department of Further Education

staff may still avail themselves of the many courses offered in this area

by the Ex-service component of the Training and Development Branch.

Unfortunately no figures are available to indicate the extent of DFE

participation.

In brief the Training and Development Branch has been largely involved

in centrally-administered teaching methodology courses for new-entry lect

ers, part-time staff and experienced staff. To a lesser extent it has been

involved in college development and a whole range of consultancy services.

There is likely to be greater emphasis in the forthcoming period on more

field -based staff development. This approach has already been suggested in

relation to closer liaison with the Curriculum Branch and senior lecturers

(staff development) (In-service Statement 1978).

Another major component of the staff development budget is the salaries

of six lecturers (staff development). These lecturers are college-based
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and thereby influenco the breadth of the program at the college level. The

duty statement of these staff is extremely diverse and their duties are

defined according to the need, of the colleges in which are they located.

In a subsequent chapter we briefly examine the role of the senior lecturer

(staff development). For the moment it is only important to note that their

duties include such functions in the college as counselling staff regarding

CAE and University courses, assisting staff to recognize their own staff

development needs, observe teachers-in-training for course requirements and

help staff evaluate their own teacher effectiveness. They may also be

involved in college development and curriculum development programs within

their colleges. Finally, senior lecturers (staff development) assist

Training and Development staff in the teacher methodology programs.

A final point worth noting in regard to the breadth of the program

content relates to the availability of the program. All Adelaide metro-

politan colleges have ready access to the staff development program. They

are in close proximity to the Training and Development Centre and share a

senior lecturer (staff development) with one other college. For rural

colleges this is not so. To compensate for their isolation and lack of

senior lecturers (staff development), rural colleges are visited regularly by

a team of up to three staff - one from Training and Development, one from

Torrens CAE
1
and one senior lecturer (staff development). The purpose of

these visits is to provide methodology courses and initiate college

development programs within rural colleges. Most of the larger rural

colleges availed themselves of this opportunity during 1978 and in some

cases were visited each term.

4 The formulation of an accreditation policy

There is no accreditation policy regarding attendance at staff development

activities. This does not mean that the Department of Further Education

has been unsympathetic to the idea. Currently a report resulting f..om an

overseas scholarship is being studied for its implications on this issue.

However following the recent restructuring of staff appointments, salary

scales etc. one would not expect any policy for accrediting attendance at

staff development activities to be formulated in the near future.

5 The evaluation of progress and outcomes of policy

One of the stated functions of the Staff Development Committee is the 'review

1 Torrens CAE is the principal teacher training institute for DFE lecturers.
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of the progress of staff development programs and policies and the

establishment of suitable means of evaluating their effects' OWE Handbook

1978). Currently this is the responsibility of the Superintendent of the

Training and Development Branch and is quite an informal process. The 1978

Handbook also Indicates that principals will be required to report annually

on their college staff development program. The purpose of tho report is

to identify whether, at the college lovel,needs are being detected and staff

development activities implemented to alleviat- these needs. The first of

those annual reports is expected in June 1979.

There have boon a number of attempts at the formal evaluation of

particular outcomes of staff development policy. For example, as early as

1975, or just 12 months after it became operational, the In-Service Section

of the Training and Development Branch attempted to evaluate how it was

achieving its objectives and what future directions it should follow.

Similarly at that time the newly appointed senior lecturers (staff develop-

ment) presented a joint evaluative statement to the Staff Development

Committee. Possibly the most extensive, continuing evaluation has been of

the NELM1C programs. These evaluation studies have considered both processes

intrinsic to the program and immediate and longer-term program outcomes.

Finally, and most importantly, there has been the major review of the

Training and Development Branch which was mentioned earlier.

It is apparent that some evaluation of staff development policy has

been implemented, and in the future more will certainly occu (e.g. the

collegu evaluation reports). However there appears no established

machinery within the operations of the Staff Development Committee for the

continuing evaluation of the overall staff development program.

6 Dissemination of findings of staff development policy

Dissemination of information concerning all aspects of the staff development

program is the responsibility of the central committee. The major avenue

for such dissemination is by means of the twice monthly Department of Further

Education Bulletin which details impending conferences and seminars and brief

notes from staff who haw. attended these activities or undertaken overseas

scholarships.

Staff who have participated in interstate conferences and visited

interstate for staff development purposes are expected to complete a report

for the Staff Development Committee. This summary report can then be
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disseminated to interested staff, Howevor it seemed that many staff who

participated In this aspect or the program between July 1977 and Juno 1978

failed to complete this revert, Of the 54 participants only 15 reports wore

received by the committee;
l

a further 8 reports were not required.

The dissemination of findings from staff development activities would

seem to be largely an informal process. There appear to he no procedure:;

whereby relevant information is directly channelled t.) particular staff or

target audiences.

7 The promotion of research into the ongoing needs of the system

The Staff Development Committee does not possess a research function.

However there are two means by diich research into staff development issues

can occur. The Research Branch of the Department of Further Education may

implement a research program in a desired area, either on its own initiative

or as a result of a request from the Committee. An example would be the

study of initial problems of new entry lecturers by Tiernan and Kuhl (1978).

The Training and Development staff provide a second means by which research

pertinent to staff development can occur. Recently these staff have become

involved in three areas of research
2 that are worth commenting upon.

(a) Survey of staff development needs in the Department of Further Education.

The Training and Development Branch has adopted a competency-based

approach in examining the skills required by lecturing staff in the

Department and in assessing those areas to which staff development

activities ought to be directed. This research is still very much in

the exploratory phase.

(b) The implementation of college development programs and their evaluation.

The emergence of college development as a major focus of the staff

development program has meant that Branch staff have had to develop a

theoretical perspective to orgar. 'anal development within the

Department. They have not adopt th re typical behavioural-science

.model that is currently used in Ato.Lictiia by, for example, Mulford and

his colleagues (Mulford et al., 1977).

1
This estimate is based upon records supplied by the executive officer
of the Staff Development Committee.

2
Strictly speaking their work could be better described as developmental
rather than research in the latter two areas.

84 94



11t9 devellotent olladultleaching. methods, The Training and Develop-

ment Branch Is examining different techniques for the presentation of

the 11101410 programs and basic teaching methodology courses. In

particular stair are developing curricula based upon the notion of

contract learning (Knowles, 197H). Thu effectiveness of such typos of

"aching wth("k art' hoing computed to the More traditional approaches

which have characterized these programs in the past.

Research into the ongoing staff development needs of the system has not
been extensive; nor has it boon co-ordinated by the central Staff Devi lop-
ment Committee. Rather, it has boon loft to the independent initiatives of

particular staff in either the Research Branch or the Training and Develop-
ment Centre. A possible exception may be some of the work of those under-

taking overseas scholarships, but this is likely to he only minor. There
has been no use of externally contracted research.

This concludes a consideration of the seven managerial tasks which have

provided the framework for a description of the staff development program at
the EWE system level. The major decision-making group is the central Staff

Development Committee although the implementation is very largely controlled

by the staff of the Training and Development Branch and the senior lecturers

(staff development). A fourth element in the organization of the staff

development program, namely line management, has received only passing
comment. These personnel are discussed in Chapter 7 where they are con-

sidered crucial to the development of an evaluative methodology for staff
development. However little secondary data was available which described
the impact of line management on the staff development program.
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CHAPTER Ct

MINERAL APPROACHES L IN l'JAFION

Tho ovaluatIon of oduontional programh 15 in (1)(Li III Writ procotol,

Many different models for evaluation have been proposed and no one method

would seem appropriate for all situations. The groups for whom evaluation

studios are conducted differ and so do the methodological emphases that

characterize the studios. Much evaluation will not even be based upon a

predetermined model but remain far less formal. Informal evaluation will

be present in much staff development activity as teachers, for example, make

decisions about tho value of attending various activities. Those decis!iis

may be based upon felt needs, outcomes of previous staff development c

iences and a host of othor factors, each estimated quite subjectivrt

tow...or on tho basis of evidence of varying reliability. Depending

value attached to each of these estimates, the teacher will roach a

regarding the usefulness of attending an activity. Most importuner'

process often involves a consideration of many of the subtle feato,'t:s of a

staff development program which are not easily measured in a formal millua-

tion. It is for this reason that teachers and their colleagues are

generally apprehensive about the usefulness of formal evaluatic. tudies.

We believe the task of this study is to recognize the concerns of the prac-

titioner and incorporate these in a more formal evaluative framework. In

this way information gathered about staff development programs is more likely

to be used in reaching policy decisions, decisions which may be more widely

accepted by both general staff and senior management.

In this chapter we will briefly examine approaches to evaluation. This

leads to an examination of a number of issues important in designing a

methodology for evaluation. Among these are:

What is to be the role of evaluation in the methodology?

What are its legitimate goals?

How is evidence to be gathered and compiled?

How are judgments made?

After discussion of these basic questions an outline of an approach to an

evaluation of staff development is presented. This outline is then treated

in more detail in Chapter 6 of this report.
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The Meaning of Evaluation

Evaluation studies have been applied to a wide variety of programs, both

educational and social, a basis for making policy decisions. Typically

in these studies the evaluation process has consisted of three elements.

Firstly, there is an initial decision regarding what is the most appropriate

information to be collected, and this has usually been defined by the

interests of those seeking (or funding) the evaluation. This is followed

by the gathering of this information, utilizing a wide variety of procedures

frequently of a highly technical kind. Finally, the information is treated

or analysed in such a way so as to assist policy formulation. Evaluation

then is not a single act. Rather it represents a series of activities,

quite interrelated and directed towards decision-making. Stufflebeam et al.

(1971) have provided a definition of evaluation which summarizes these

activities:

Educational evaluation is the process of delineating, obtaining and
providing information for judging decision alternatives. (Stufflebeam
et al., 1971:40)

We can consider this to be the most basic understanding of the evalua-

tion process, and is found in the writings of a large number of evaluation

experts.
1

Some evaluators, such as Stake (1967) and Scriven (1967) extend this

understanding of the evaluation process to include the making of judgments

by the evaluators. These judgments serve as a basis for'the decision-makers

to plan policy. By contrast, Straton argued that 'the act of evaluating, of

actually making judgments and decisions, is the responsibility and the right

of the study audiences' (Straton, 1977). For Straton, the evaluator's role

is one of description rather than judgment. But this descriptive process

would not be viewed in isolation from the judgments to be made. The infor-

mation collected by the evaluator would be dependent upon the evaluator's

prior and continuing identification of the types of judgments and decisions

relevant to the client audience this would be a necessary component of

Stufflebeam's approach, and similarly with Straton. Other evaluators, most

noticeably Parlett and Hamilton (1976) and Scriven (1972), would not seek

such intense and continuing interaction with the client audience.

1

For example, Straton (1977) provides an excellent account of the three
stages in the evaluation process and is well worth reading.
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For our part we think that the evaluator does have a responsibility to

make judgments, and that this constitutes an integral part of the evaluation

process. There are a number of reasons for this. Firstly, it is the

evaluator who understands most clearly the methodology used in the evalua-

tion process. Information is generally gathered during an evaluation study

using a variety of procedures. Subsequent interpretations made of that

information and judgments based on such interpretations can only be as sound

as one's understanding of the information in relation to the concepts or

variables being exami.,ed, and the strengths and weaknesses of the methods

used to obtain that information. These are complex issues and to communi-

cate to the client audience the precise nature of the evaluative methodology

with all its limitations and implications is not an easy matter. Further,

these are: not issues with which the client audience is often concerned.

Secondly, tl.e evaluator appears in the beSt position to bring together

different pieces of evidence to bear upon some particular aspect of policy.

This is because it is the evaluator who has seen the interaction of such

data in the context of the study.

The evaluator does have a responsibility however to stipulate the kinds

of evidence and methods used in the evaluation process. He also needs to

discuss as best he can the various priorities attached to individual pieces

of evidence in reaching a particular jialgment or series of judgments. The

obvious point being made is that the evaluator must provide sufficient

information so that the decision-maker may make some estimate of the

appropriateness the judgments made.

In brief then it would appear appropriate to consider the evaluation

process as including both descriptive and judgmental phases, and this will

be the working definition of evaluation throughout this study.

The Roles of Evaluation

It is important to recognize that eval ation has a number of possible roles.

Scriven's (1967) distinction between formative and summative evaluation is

probably the most well known treatment of the roles which an evaluation study

may adopt. It focuses upon whether the evaluation is caaried out during the

educational program or at its conclusion. The former role is referred to as

a formative one, where decisions are made whether the program should continue

in its present form or whether changes should be made to ensure its final

success. This closely resembles a monitoring function and is of particular

assistance to those already participating in the program. In contrast,
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summative evaluation consists of collecting data at or near the end of a

program with the intention or making decisions regarding the success or

otherwise of the program. The data that is collected is not necessarily

used for modification of the program to maximize its effectiveness, even in

the future this is not its major concern.

The relationship between data collected during both a summative and

formative evaluation is an interesting one. Summative data may incorporate

much data collected during a formative phase. However the usefulness of the

formative data lies more in its explanatory power in regard to conclusions

resulting from the summative evaluation. Conversely data collected during

a summative evaluation of a component of a program may be utilized in a

formative evaluation of an entire program: a point made by Stake (1976)

in his critique of the summative-formative distinction.

The distinction between the summative and formative roles of an

evaluation is a useful one however in that it clearly indicates that

different forms of evaluation lead to different sorts of decisions. Some

decisions will be concerned with program improvement, either now or in the

future, and draw heavily upon data obtained during a formative evaluation.

This data therefore is more likely to represent a fine-grained analysis of

the situation. Other decisions will be more concerned with program

accountability and likely to utilize data obtained solely from a summative

evaluation. In this case the data are likely to be related to more macro-

scopic input-output variables. It seems more appropriate to examine the

intentions of an evaluation study, rather than the point at which the study

is carried out, as a means of clarifying the role which a study assumes.

Scriven (1967) places great importance on the evaluator indicating the

role which a particular evaluation study adopts. In the development of a

methodology for the evaluation of a staff development program a primary

emphasis upon program improvement appears of most use. Within such a role

one wJuld expect the evaluation to address itself to both the ongoing events

of the program (formative) and an overall view of it (summative).

The Coals of Evaluation

What we have just been discussing are the various roles of evaluation in

education. These roles are not content specific. Scriven (1967) distin-

guishes between the above type of discussion and that of the goals of an

evaluation study, and again this is an important distinction. The goals
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of an evaluation study are specific to the program and are concerned with

the worth or reiative merits of particular aspects or it. 'These goals are

similar to what Bolam (1979) has referred to asthetargets of an evaluation.

In the current study the goals of an evaluation which the methodology needs

to encompass could be an examination of the rationale, aims and structures

of staff development policies as well as specific staff development activi-

ties. Mere specifically, the goals might ask questions such as: 1i; the

rationale for the program congruent with its aims? Do different typos of

staff development activities yield different outcomes? Do the types of

activities offered reflect the aims of the program? These are all possible

goals of an evaluation study in staff development.

Scriven (1967) points out that as a result of confounding the twin

issues of goals and roles of evaluation, educational evaluation has provoked

undue resistance fro i many sectors of the educational community, and more

specifically from teachers, While the goals of evaluat.on may raise legiti-

mate questions, Scriven believes that too often the ro e of the evaluation

study goes beyond its reliability and comprehensiven,:ss.

The goals of an evaluation study may be conceived of as being narrowly

focused upon specific and prescribed program objectives. Alternatively,

the goals may incorporate a range of issues far broader than those derived

from a consideration of those objectives. That is, the scope of an

evaluation study may be either narrow or broad,

Traditionally evaluation studies have been narrowly defined, examining

the effectiveness of a program in terms of its explicitly stated objectives.

These might examine for example the teacher's ability to construct a modular

program or his skills in financial management after particular relevant

staff development experiences. Product evaluation of this sort has broad-

ened over the past few years in a number of ways. There has been a shift
of emphasis away from merely an assessment of whether explicitly stated

goals have been obtained. Evaluators have sought to identify all the

intended objectives of a particular activity, including objectives which

may not be specifically stated but still held as important by the person

implementing the activity. These implicit objectives may be broader in

kind and include such objectives as increased teacher confidence, greater

collegiality etc. Outcomes that reflect these more implicit objectives

are becoming increasingly a focal point in the evaluation literature on

staff development (see for example, Teachers College Record, 1978), In
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addition to the attainment of goals, either implicit or explicit, some

evaluators helieve that it is important to measure unintended outcomes or

a program. This point has received only slight attention in the staff

development literature but it were; reasonable to assume that certain types

of activities may produce a wide variety of unanticipated outcomes.

The focus of evaluation ha:; broadened in another way. The objectives

and rationale of educational programs have themselves become the targets of

evaluation, in what Stufflebeam et al. (1971) would refer to as context

evaluation. The systematic questioning of existing and alternative program

objectives is rather new in the field of staff development, but the needs

analysis of the TAPE senior management (Mlckay et al., 1978) seems to fit

within this definition of evaluation.

The emphasis of an evaluation study may also be upon the processes

that characterize a program. Proems evaluation in staff development will

be concerned with at least two issues. It will be concerned with both the

implementation of the program and the application into classroom practices

of ideas and skills gained from participation in the program. Such evalua-

tive information is particularly relevant to decisions regarding program

generali:ability. Process evaluation has been interpreted somewhat

differently by Elliot (1977). Elliot argues that process evaluation must

also examine the extent to which an activity fosters those features which

characterize teaching as a profession, viz. self reflection and rational

autonomy. These he views as processes that may accompany a staff develop-

ment activity rather than being products of that activity. Evaluation of

these types of processes would be congruent with the staff autonomy manage-

ment model described in the previous chapter.

Three possible focuses for evaluation studies have been considered so

far. Stufflebeam et al. (1971) suggests that decisions also need to be made

about the most appropriate procedures, given the resources available, by

which program objectives may be attained. This was referred to as input

evaluation. In this form of evaluation one would be concerned with examin-

ing the different sorts of agencies providing for staff development activi-

ties and matching these with particular program objectives.

Each of the above approaches to evaluation is relevant to the present

study. Taken together they represent a view of evaluation especially suited

to an educational program which is as diverse as staff development.
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Evaluation Settings

The development or an evaluation methodology must take into account the

extent to which the educational program under study is likely to undergo

change as a result of the evaluation. Stufflebeam et al. (1971) have drawn

attention to this issue in a description of four possible types of decision
settings. Two of these settings would appear relevant to an evaluation of

staff development in Australian technical and further education. The first

setting is one where the decisions to be made concern innovative attempts to
solve fairly significant issues or problems. The second is characterized by

small scale decisions that are designed to lead to gradual program improve-

ment. It is difficult to assess precisely which of these decision settings

is more likely to apply to the general staff development program. At the

national level, the latter decision setting involving gradual improvement

would seem the more appropriate description. At the State or college level,

where substantial responsibility for program implementation resides, one

could expect decisions to be more often concerned with major changes or
innovation. This would appear particularly so due to the recent development

of the program.

If it is accepted that the staff development program is an

innovation in Australian technical and further education, then this will

influence the nature of any methodology appropriate for its evaluation.

For example, since very few procedures will have become 'established

practices' one would expect a large amount of interest in evaluation for

the purpose of assisting program development. At the same time there is a

risk for those involved in the formulation of policy and the implementation

of programs, with the result that evaluation may curtail initiatives taken

by them. Both these factors would suggest the necessity to adopt a formative

rather than summative emphasis in the design of an evaluation methodology

for staff development and involve program organizers and participants in

its development.

A final aspect of the evaluation setting which needs to be considered

concerns the evaluator. The evaluator's role in relation to the program

being evaluated affects the range of evaluation methods which can be applied.

This issue has been discussed by Elliot (1977, 1978). Elliot proposes a

simple typology of evaluative styles which an evaluator may accept -

'evaluation from above' or 'evaluation from below'. In the former the

evaluator holds values congruent with the senior management model of staff
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development described earlier and is likely ;1) be closely involved with the

funding body. Evaluation from below is a consequence of the staff autonomy

management model and the evaluator is more likely to adopt an evaluative

stance closely aligned to the partleipating teacher. Each or these evalua-

tion styles represent opposing beliefs ahout the control of staff develop'

mont and affect the methods chosen fur its evaluation and the extensiveness

of data collected.

So far attention has been drawn to a number f hasic issues to which

an evaluation study must address itself. It is useful to summarize these

as they relate to the present study.

The first concerns the understanding of evaluation which should underpin

a study. Both a descriptive phase rAnd a judgmental phase have been argued to

be important responsibilities of the evaluator. The second concerns the

various roles which an evaluation study may adopt. In the current study

it is proposed that the evaluative methodology should be directed primarily

towards program improvement, but utilize both formative and summative data.

The third issue concerns the fact that the goals of evaluation studies have

broadened in recent years so as to embrace a wider variety of program

objectives, corresponding outcomes and processes. The development of an

evaluative methodology in staff development needs to encompass each of

these in the context of the settings in which decisions need to be made.

The Elements of an Evaluative Study

The elements of the approaches to evaluation which have been described above

are similar to those found in Stake's model of curriculum evaluation (Stake,

1967). In that model Stake identified three major elements of an evaluation.

1 Antecedents

These are the conditions existing prior to the educational program

being implemented. The conditions either relate directly to outcomes

or indirectly through their effects upon the implementation of the

program. A staff member's specialist field of teaching would b- a

typical antecedent condition, as would the systemic policies that

affect attendance at various types of in-service activities. That is,

antecedent conditions refer to both staff characteristics and fairly

stably contextual factors that are associated with the program.



2 Tranaactlons

'These correspond to the interactions, for example, between teachers

and their colleagues and between teachers and those hmilomenting the
vogram. Transactions are tho mere dynamie aspects of the staff

development program and relate to hot It policy formulation and tin,

activities which constitituto the program.

3 Outcomes
_ .

These are the offect of the program and may include both immediate
and longer term effects. An example of the former might lie the

teacher's knowledge of a new technique and of the latter an increased

effectiveness of the functioning of the department and increased
student performance.

Objectives do not feature prominently in this framework. Stake prefers
to consider objectives as 'intents' and thou examine the intended antecedent

conditions, the intended transactions and finally the intended outcomes.
The distinction between actual (observed) and intended elements and the
recognition of the importance of collecting data about both is a valuable
aspect of Stake's model of evaluation. In this model it is also necessary
to consider the rationale of a particular program. An examination of the
program's philosophic background and basic purposes provides useful insights
concerning intended antecedents, transactions and outcomes. Stake (1967)
warns that a statement of rationale is often quite difficult to obtain, as
generally it will not be clearly developed in the minds of those responsible
for the program. However much of the background description of staff in
Australian technical and further education which has been presented in earlier
chapters provide some guidance to its rationale, and therefore an important
oart of the design of an evaluative study.

In summary a suitable evaluative methodology for staff development must
be capable of gathering evidence about the following: 1

(a) rationale of the program

(b) antecedent conditions relevant to the program

(c) transactions that may characterize the program

(d) outcomes that may result from the implementation of the program.

1

A similar evaluative framework has been proposed for the evaluation of pre-
vocational programs in technical and further education by Ainley and
Fordham (1979).
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Just as we have noted tlio broadening nalovo oC evahation over rerun(

years, no WO there has 101(10 11 corresponding shift in the types of evidence

gathered 111 1111 0vahlat1011 11110Y, h)V WOMVIO, it is no( surprising 10 fina

that liatton's extensive evaluation Ili the Commission (Stall')

Development Program utill4ed questionnaires, inlorllow schedules and detailed

examination of background documentation (Batten, 1979). The traditional

emphasis upon highly quantitative data which characteried early evaluation

studies has been replaced by 11 more eclectic methodology. The wide variety

of methods proposed for the evaluation of in-service teacher (raining by

Henderson (1978) is further evidence of this. There is now a fairly widely

expressed view that the use of qualitative methodologies offer explanatory

power beyond that which is afforded from the use or solely statistical

procedures (Patton, 1978).

Processing Evaluative Data

Evidence that has been collected must be organized in such a manner that it

facilitates the two major activities of program evaluation: description

and judgment. Stake (1967) has suggested that there are two principal

issues that guide the processing and analysing of descriptive data related

to intended and actual antecedents, transactions and outcomes. These are

the contingencies between each of the three elements of the program and the

congruence between what is intended and what actually occurs. It is clear

that the descriptive phase for Stake is more than a collection of data

derived from examining a series of variables. The descriptive phase focuses

upon the relationships between each of the clusters of variables which define

the elements of the evaluation. In a program where the relationships between

various components have been largely unexplored such a process for the

management of evidence would seem most fruitful. That would be the case

with a staff development program.

In an evaluation of staff development three means of processing data

are suggested by this model and appear profitable:

1 an examination of the congruence between the intended antecedents,

transactions and outcomes and the observed antecedents, transactions

and outcomes;

2 an examination of the logical contingencies between the intended

antecedents, transactions and outcomes. This would utilize prior

established research material and not be dependent upon data collected

throughout the evaluation;



an examination of It,o empirical contingencios bolwoon observed

entocodonls, transactions end oulcomos.

Tho lodgment pheso hes two irqlerts to `iteko's model of evaluittion,

firstly, that pert ut (ho descriptive dela who'll velittes to individual

vertablos ts the subject of judgment by tho oveluotov and tho clIont eutlioovo,

Secondly, both tho contingencies Rod congr000cto identified ebovo ero them.

solves tho subluct of judgment. !it eke (1067) tilehoretes no the judgment

phatio hut, fur tho purpose or tho present discositun
it need!, only In

peddled out tint thoro Ito two pile., toy ittal...tuv, Ills llkllvtiliill otomonts

and their inter-rolationships,

(a) 'boy may he compared to sumo ,lbao/10,! standard or excellence, ono

agreed to by the evaluator or the client eudience;

(h) they may be compared to similar elements or inter-reletionships

between those elements derived rrom alternative programs. In this

situation judgments about the program are based upon relatino standards.

The selection of either an absolute or relative judgmental process,

and the subsequent selection or appropriate standards, is very largely

dependent upon the nature of the program being evaluated. Elsewhere we
have suggested that comparative judgments are an important part of

evaluation in those fields where it is difficult to establish absolute

standards (Ainley and Fordham, 1979). This may be the case for many of the

alternative curricula that are developed. The best approach in the case of

staff development is not so easily identifiable. If one is concerned with

the evaluation of specific in-service activities then it is feasible to

compare certain characteristics such as outcomes with similar characteristics
of alternative activities. This would be equivalent to asking whether the

effects upon staff of one strategy were greater or less than those from

another strategy. The difficulty with this form of comparison, or relative

v!aluation, is that there is little available data concerning various

asfects of staff development activities. In fact there are not even agreed

indices of outcomes. 1
In regard to overall program evaluation the applica-

bility of relative standards, at this point of time, is even less appropriate.

This is in marked contrast to curriculum evaluation where there are some
basic measures of program success, such as student achievement and
student interests.

97

1 06



in the Australian context the explorator) evaluation h) nalicli 119701

provides the only compavahle data wilh whirh relative lodgment:, Mill he mode,

hot this was cobrented wIth stall development llt lho sehanbirY and prImah

sector of AusIvallan eduration. Mort ay 01 al, i107111 pruvIde some uselill

data for I hese purposes 11111 t hin I n I I III I hi, management need:, 40

senior shin, The many lilt 1 sh ova loot Ion 't111tll I Heil hy Ito I (19 91

and Henderson (1978) ore similarly limning in hoth their extensiveness and

applicability It the Australian context. there dues not yel appear lo he

il broad enough range of plogram evaloatiens from which evaluators may derive

s I pert a i 1u 4,111 1Vl di,

Henderon (197211, In rilot., pwiwi iho 1111wi11m wholhor II is proper lo

make comparisons hetwoon participants al various staff development activities,

Prosumahly Hondorson's concern Is that it ,i1,114 dovo!Gpmonl activity Is only

ono small part III it complex got of forces which affect it teacher's classroom

behaviour. What teachers do in the classroom affected by so many factors

relating to themselves, the students they teach and the college (u'ilaili4ation

in which they are found that it would he extremely difficult to estimate the

amount of influence upon their behaviour which could be attrihuted to

particular staff development activity.

A reliance upon absolute judgments is also difficult. Assessments of

what constitutes an absolute standard or excellence will differ according

to the extent to which individuals making these assessments value particular

aspects of the program. For estimating absolute standards is essentially a

subjective process. We have already indicated in Chapter 3 that differences

in approaches to the management of staff development arise because different

values are attached to possible program outcomes. Any judgmental process

must take into account the values attributed to elements within the evalua-

tion, especially outcome measures. One such methodology developed by

Edwards et al. (1976) is discussed in Chapter 7. Using their approach it

is possible to interpret more clearly standards that are proposed and

subsequent judgments that are made.

In prior studies of staff development the process of making judgments

has not been elaborated, possibly because of the factors discussed above.

Notwithstanding, it appears to be an important component in any evaluative

process.
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110 1 0 1 1 1 1 0 1 1 1 0 1 1 It1' 1 0 1 1 1 C 1 0 1 1 , 1 1 1 4 : 1 1tt 1 1 1 , , 014 It1 su it 10441 01 I Is"
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1,0,1y AIUt Iho (11'11b r1111 11141( 1 CtlIttUt , tilt, v.1'0111,001' 1v1 t t ,1111 111110 till I1 ill
C44'1'011101 about tho methods and instrumontation to 110 ompho,d, as well as
tho critoria on which 111 inclgo tho

it pvngiam. in

particular importance will ho docisious ,,Hicoruing tho nton.,ivono,n, III the
ovaluatInu study, Flit ',valuator most clociclr wholhet Ilio evaluation is
limitod to tilos', aims and foatoras o( tho :irogram spocitiod hi tho programrgani 4ers (Ir who/ hill' I ho ,1 of 11110)(110(1 Od t'01110 4(111 1111 0h11111111a1 till
of the proy,ram1s ratinnato within a broader educational and societal context
is valid and necn6sary, Thi6 in torn will intloonco the extonsiveaass of
the data collected, Othor important decision-. to ho made concern the basis
On which judgments of program of foe I vont"o ale rounded, the ro lu of I ho
evaluator In making those judgmenti,, unit thtl exit +nt to wh ivb eVatoution
findings may ho generalized across programs.

Not only will these decisions he influenced by the views of the

evaluator regarding the notions of evaluation and staff development, but
they will also be influenced by characteristics of the program. Already
mentioned in this chapter have been the length of time the program has been
tiablished and the likelihood of major changes occurring to the program w.
a result of an evaluation. One might also mention the diversity of activities
inherent in the program and the degree of uniformity in its implementation
across the system. These features of program evaluation closely resemble
the typology of key evaluator and program characteristics proposed by Maling-
Keepes (1978) as central to the evaluation process,

It is useful to place the views expressed in this chapter about the
evaluation of staff development in relation to the evaluation literature.
Of course no one model of evaluation will be entirely appropriate, and each
will have its particular strengths and weaknesses, The general approach to
evaluation suggested by the above discussion is closely aligned with a
judgment-oriented strategy (Worthen, 1977). This makes the methodological
perspective for this study quite different from those of the Australian TAFE
studies reviewed by Malley (1978) which generally reflected an approach to
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evaluation based upon either behavioural objective or decision-management

models. It is worthwhile noting that Batten's 1197')) evaluation of the

Schools Commission (Staff) Development Program was founded upon a Parlett

and Hamilton (1972) evaluation model and hence was methodologically similar

to the current study. Neither of the Australian evaluation studies in staff

development has adopted a decision-management approach. Possibly this is

because such a model (e.g. Stufflebeam et al., 1971) presupposes a continu-

ing interaction between the evaluator and decision-maker such that the

evaluatcc is able to monitor the types of decisions senior management might

wi,h to make. It is therefore closely associated with the institutional

,irtagement model of staff development already described in Chapter 3. In

the case of the behavioural objective models of evaluation, emphasis is

plac,.d upon evaluation in terms of specifically defined program objectives

api outcomes, and again this would appear unsuitable for the evaluation of

staff development. By contrast judgment-oriented strategies of evaluation,

involving the collection and processing of descriptive and judgmental data

derived from a wide variety of sources, seem more relevant to a program

characterized by diversity in its aims and processes and with few established

procedures.



CHAPTER 6

AN EVALUATION STRATEGY FOR rTAFF DEVELOPMENT

This chapter begins with an overview of the evaluation strategy for staff

development which is proposed. Three general categories of variables are

suggested as providing a suitable framework for the evaluation of staff

development. These are: background factors, yrocesses and outcomes.

Within the background factors are a number of major elements which influence

staff participation in the program and the introduction of ideas gained from

it to the work situation. The major process elements of the staff develop-
ment program are either policy formulating tasks or strategies which provide

a means for the acquisition of skills, understandings and attitudes by staff.

Program outcomes consist of three major elements - immediate, intermediate,

long term - which may be relevant specifically to individual staff members,

the college as an organization or the overall system of technical and

further education.

The general framework for the evaluation of staff development programs

is summarized in Figure 6.1. The remainder of the chapter will elaborate
upon each of the elements which comprise the model.

State TAFE staff development programs consist of a diverse set of

activities which are both formal and informal in kind. The approach to
evaluation adopted by Stake (1967) appears to be a useful starting point

for the evaluation of these programs. It represents a generalizable frame-
work suitable for the evaluation of many educational programs and is not
specific to staff development. The evaluator's task is to specify within
the framework those elements associated with staff development which are
important for its evaluation. This can be done in a variety of ways. Some
factors have been identified in previous chapters as being potentially

important in the further development of staff in technical and further
education. The teacher characteristics discussed in Chapter 2 are examples
of these. Others might include the different approaches to the management
of staff development described in Chapter 3. The description of the two
State programs suggests further important elements such as types and pur-
poses of activities. In addition to these factors identified from either
the literature on staff development

or documents supplied by the two State

TAPE departments, other issues are important to the evaluation of staff

development programs.
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An essential initial phase of the present study was therefore to

identify the major issues in staff development as perceived by the staff of

each system and thereby detail the more specific influences operating within

each system. This initial phase also had a secondary purpose to establish

a satisfactory rapport with the colleges and systems prior to the main

period of data collection in the trial of the proposed evaluative method-

ology. We begin with a brief description of how this initial phase of the

study comprising a survey of key issues was carried out.

General category Major element Specific element

Background factors system characteristics

Processes

Outcomes

policies of staff development

general systemwide factors

affecting participation

college characteristics policies affecting participation

policies etc. affecting implu

m'ntation of ideas

college/section needs

staff characteristics needs of staff

responsibilities affecting

participation

policy formulating system level

processes college level

staff development specific activity

processes overall staff development

program for either individual

or system

immediate outcomes

intermediate outcomes

long term outcomes

benefit to staff member

benefit to college

benefit to system

Figure 6.1 The General Categories, Major Elements and Specific Elements
of an Evaluation of a Staff Development Program an Overview



The Preliminary Survey

As the purpose of this phase of the study was exploratory the use of

detailed questionnaires was thought inappropriate. Rather, the strategy

heavily utilized interviews with a wide range of program organizers,

potential participants, and actual participants. The South Australian

Department of Further Education and the Victorian Technical Schools Division

were studied in the following ways:

1 Within the Department of Further Education

In 15 colleges discussions were held with the principal, senior lecturer

(staff development) and teaching staff where possible. Ten colleges were

in metropolitan Adelaide and five were in rural areas. A total of about 50
college staff were interviewed. Meetings were arranged with members of the

Training and Development Branch and those staff from Head Office whose work

either directly or indirectly influenced the staff development program.

2 Within the Technical Schools Division

Seven colleges
1

were visited and again discussions were held with the

principal, education services officer and teaching staff where possible.

Four rural colleges were included in this sample and these visits were

undertaken with the Executive Officer (Staff Development) of the Technical

Schools Division. One of the researchers also attended the monthly meetings
of the education services officers, where staff development is a major

agenda item. Finally, meetings were held with the chairman of the Staff

Development Standing Committee, the entire Committee and the organizers of

a number of individual staff development activities.

The interviews were semi-structured and staff were asked to comment

and elaborate upon a range of issues. 2 The breadth of coverage that can

arise from such an approach is wide. To provide structure it was decided

to focus primarily upon the following factors:

(a) system characteristics that influence the operation of the staff

development program;

1

Unless otherwise specified 'colleges' refers to both colleges and technical
schools with TAFE components in this and subsequent chapters.

2
Tape recordings were usually made of these interviews.
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(b) college characteristics that affect the implementation of the

program;

(c) staff characteristics that influence staff participation in the

program;

(d) college and teacher needs in staff development;

(e) types of staff development activities which staff attend and

which appear of most/least benefit;

(f) the outcomes of staff development activities and those which are

of most/least value.

These groups of factors may be related to the three elements of Stake's

evaluation model: antecedent conditions, transactions and outcomes

(Stake, 1967). The first four topics represent the major categories of

antecedent conditions which appear in staff development programs. The next

parallels Stake's concept of transactions and the final factor is congruent

with Stake's outcomes. We prefer to use the simple terminology background

factors, processes and outcomes in preference to Stake's terms, a point also

made in the TAFE pre-vocational education study (Ainley and Fordham, 1979).

This study was concerned with the evaluation of both overall staff

development programs and component activities. An initial decision was made

that the evaluation of individual activities would be closely related to

the evaluation of an entire program. This implied that a more general set

of criteria for evaluation than those derived from specific objectives would

be appropriate. There were far too many types of staff development activi-

ties to warrant the design of individual evaluative methodologies for

particular activities. There was one exception to this: college development

programs were extremely important, highly complex and so little researched

that a more detailed treatment was desirable.

The result of this initial phase of the study, when coupled with the

literature and existing documentation, was the specification of a set of

variables which would provide the basis of an evaluation framework for staff

development.

The Evaluation Framework for Staff Development

The general evaluative framework that is described below consists of three

major categories of variables: background factors, processes and outcomes.
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Background Factors

A wide variety of background factors may influence the effectiveness of a

staff development program or activity. These factors may be

college specific or particular to each individual staff member. They may

system wide,

influence participation in the program
, the nature of the program or the

implementation of ideas and skills gained.

1 System-wide policies and staff development

Three areas of policy are seen by staff as being particularly important for

the effectiveness of the staff development program. The first is funding.

Funds may be allocated for specialist-staff salaries, used for the develop-

ment and presentation of courses, or directed to colleges so that they may

mount college-initiated programs. The extent to which funds are allocated
to each of these purposes appe:ars an important background consideration in

a program evaluation.

Secondly, there are system-wide regulations that affect staff attendance

at particular staff development activities, even if attendance at such activi-

ties is funded from the college staff development budget. Common examples

stated by staff were those regulations which govern participation in

industrial leave schemes and attendance at interstate conferences, especially

during vacation times.

Thirdly, there are policy decisions that are only indirectly associated

with the staff development program but which may affect staff participation.

These system-wide characteristics include the present form of initial

teacher preparation, the provision of replacement staff to cover absences

and the criteria on which the promotion and salary structure within a system
is based. Somewhat more direct in their influence are the amount of support

offered by each Department's staff development unit, and the types of

centrally-initiated activities provided.

Some of these characteristics may be much more influential in one

system than the other. For example the present form of initial teacher

preparation and its relation to the staff development program was only

commented upon by staff of the Department of Further Education. Aarge
proportion of those staff 1

were engaged in part-time initial teacher

preparation which restricts their participation in the more formal aspects

1
About 30 per cent of teaching staff employed by the Department of Further
Education are currently enrolled in initial teacher preparation courses
(TEC Statistics, 1978).
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of the staff development program. In addition this situation affected the

everyday activities of senior lecturers (staff development) who must place

great emphasis on assisting these staff to gain an initial qualification.

2 Characteristics of the colleges

Four college background factors were identified in this first phase of the

study as possibly influencing the effectiveness of the program within a

college. These were the location of the college, the size and type of that

college and college staff development policies.

Location. The locality of the college appeared to be important in

several ways. For rural colleges the distance from the metropolitan area

restricts attendance at the majority of centrally-initiated activities as

few are held in country areas. Long distances to be travelled extends the

period during which the participant is absent from the college and increases

travel costs. Even if both staff replacement and travel costs can be covered

it was felt by some staff that the physical (and psychological) effects of

travel countered any benefits that might accrue from attending distant staff

development activities. Such a factor appeared relevant also to some metro-

politan colleges where distances of more than 25 kilometres were involved.

Many of the colleges, particularly those of the Department of Further

Education, located in the rural areas may be considered 'multi-campus' and

extend over large distances. For example, one principal has an evening-

class centre 250 kilometre_ from his college and visits the part-time staff

once or twice a year. It is impractical for him to observe these staff

teaching classes and hence is dependent upon them to bring forward any areas

of concert; that may be relevant to the staff development program. This

situation would not be uncommon in rural colleges of the Department and

contrasts with the close liaison which can occur in the metropolitan area

between permanent and part-time staff.

The proximity of colleges to relevant industrial and commerical enter-

prises was frequently mentioned by staff of both systems. This factor is

relevant to the ability of staff to participate in short-term observational

visits, of a fairly informal kind, as a means of keeping up to date in their

specialist fields. Without the opportunity for such a close liaison, staff

would be dependent on more formal and necessarily less frequent industrial

experience.

Size and type of collev. The number of staff in a college and

particularly the number of staff working in the same area is a necessary
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consideration in understanding the operation of a staff development program

in a college. Sections or departments with a large group of staff are better

able to cover their colleagues' absences. They may also provide extensive

support to staff members on their return as they attempt to introduce newly

acquired ideas and skills. Further, it is feasible only with a fairly large

staff to mount a substantial college-based program. This itself will be

affected by whether the college is monopurpose or multipurpose. Monopurpose

colleges are more capable of providing highly specialized subject-oriented

courses for their staff. This is not so for multipurpose colleges where

courses concerned with such things as teaching methods would be more easily

organized.

Staff development policies. The set of staff development managerial

tasks described in earlier chapters produce policies which characterize a

college staff development program. These policies relate to the distribution

of funds, the adoption of priorities among the purposes and types of activi-

ties, the evaluation of the effects of the program and the dissemination

among fellow staff of information derived from attending specific activities.

In the description of the two State programs it was clear that policies

relating to each of these differ markedly between colleges. The effects of

each may either directly affect staff participation (e.g. funding arrangements)

or else be less direct by reducing the willingness of staff to participate.

An often cited example of this latter effect was the expectation that some

form of evaluation was required. A final characteristic closely tied to

college staff development policy is the assistance given to general staff by

senior staff and specialist college personnel in assessing staff development

needs.

These college staff development policies result from various managerial

processes within the college. We have placed these policy-formulating pro-

cesses within the process dimension of the framework although, of course,

they are antecedent to the policies they generate. In this way the evalua-
tion framework deals with the process which generates a policy as well as
the policy itself.

There will also be factors within the college which either facilitate

or inhibit the introduction of new ideas and skills resulting from staff
development programs. When staff were asked about such factors they produced
an extensive range of responses. These could be grouped into four main

categories:
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(a) The provision of physical resources. Generally this is in the fo,

of equipment or books, although it may refer to the adequacy of

existing buildings.

(b) Interest and support. Colleagues within the college or section may

provide encouragement and expertise in assisting staff to introduce new

ideas into current practices. Similar support may come from specialist

staff development personnel or industrial and commercial interests.

(c) Relevance to curricula and work. Staff development activities may be

immediately relevant to current curricula or work tasks or at some

future date. Alternatively they may be irrelevant to either the current

or intended work practices of the staff member.

(d) Administrative practices of the college. A large group of constraining

or facilitating factors that affect the introduction of new ideas are

the direct responsibility of the administration. Often mentioned in

this group was the provision of staff time for curriculum development

and the flexibility of timetabling procedures to allow a more varied

form of teaching.

3 Staff characteristics

A number of staff characteristics were identified in Chapter 2 which appeared

relevant to the staff development program. These included age, previous work

experience, specialist qualifications, educational qualifications and

specialist field. They may be described as primary characteristics in that

they influence a set of secondary characteristics such as areas of

expertise, related needs and domestic, personal and work-related respons-

ibilities. For example, qualifications and age influence the staff member's

area of expertise within the college organization. One would expect that

older staff members who were highly qualified in both their specialist area

and the field of education would be more likely to be involved at the senior

management level of the college. By contrast, younger staff without a broad

range of educational and specialist qualifications are more likely to be

involved at the teacher level.

Both sets of variables can be summarized as follows:

Primary characteristics

age
specialist field
previous Lork
education qualifications

Secondary characteristics

areas of expertise
needs
domestic and/or personal responsibilities
workrelated responsibilities
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The present section is concerned with examining in detail the secondary

characteristics, and in particular the expected areas of expertise of staff

and their related staff development needs. Three groups of staff are con-

sidered: teachers, senior management and non-teaching staff. While the

needs of teachers and senior management in technical and further education

have been the subject of some other research, the needs of non-teaching

staff have not been analysed in any formal sense at all.

The needs and expected skills of TAFE teachers. The duties expected

of a teacher in technical and further education are broad. Apart from their

responsibility for the conduct of courses they are also required to become

involved in the everyday running of the college. The extent of these admini-

strative and 'extra-classroom' duties will vary depending upon the size and

type of college. The Department of Further Education includes the following

as typical duties of its lecturers in grades I and II:

Prepare a schedule of work in the teaching subjects allotted for the
year.

Keep up-to-date with developments in field of specialization and current
teaching responsibility.

Counsel students before and during enrolment; review students' progress
and mid-course counsel where appropriate.

Set and mark examination papers, make recommendations to the Principal
or Head on assessment gradings and record results. Prepare marking
guides for use by other lecturers and supervise examinations.

Advise on the demand for new courses and assist in their development
if required. (DFE Lecturer, I, II, duty statement 1978)

The second point quite clearly indicates that staff have a responsibility

for their own staff development, which is also explicitly stated in the DFE

Staff Development Handbook (1978). The Training and Development Branch has

developed a set of educational compett.icies which its staff believe to be

desirable in a lecturer of the Department of Further Education. They

identify five major clusters of competencies and have suggested relative

weightings of importance for each of them.
1

These are:

(a) classroom practices (30);

(b) understanding adult learning/teaching processes (20);

(c) understanding the TAFE system (20);

(d) curriculum development in TAFE (20);

(e) the integration of education and the teacher's specialist
area (10). (Training and Development Branch paper, 1978)

1
Expressed as a percentage of the total group of competencies.
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These relate only to 'educationally-oriented' competencies and do not take

into account the teacher's competencies in his/her own specialist field.

This broad clustering of competencies has since been reorganized and

further refined into 85 specific skills, each major category encompassing

12 composite skills.

It appears that the approach which the Training and Development Branch

is adopting is the identification of fairly discrete skills (or competencies)

which underlie good teaching - needs are then defined in relation to these

skills. Needs used in this sense are therefore areas of expertise, associa-

ted with teaching, which require further development in order to increase

the effectiveness of the staff member.

It should be pointed out that such a strong emphasis upon detailed

educational competencies is not without its critics. Competency-based

teacher education programs have been criticized on the grounds that good

teaching represents an integration of many areas of skills, understandings

and attitudes and cannot be reduced to individual competencies.

An alternative approach is to utilize broad categories of teaching

skills and areas of knowledge that concern the art of teaching and with

which there is general agreement among staff, TAFE educators and the

literature. This is the approach taken in this study. It has taken into

account the areas of teaching implicit in the rationale of the program, and

discussed in Chapter 2, Departmental documentation in the form of duty

statements and available research evidence that was relevant to Australian

technical and further education. From this evidence a list of 12 major

categories of teacher behaviour that appeared important was compiled. These

are summarized in Figure 6.2.

Areas of expertise and needs of senior management. A comprehensive

assessment of the administrative and management needs of senior staff has

been undertaken by Mackay et al. (1978). Mackay and his colleagues

identified nine major clusters of needs in this area among principals, vice-

principals, registrars and heads of departments of the Victorian Technical

Schools Division. Within these clusters 34 specific administrative and

management needs were isolated. However one cannot assume that expressed

needs reflect the entire set of skills, understandings, etc. required of

this group of personnel. There is a distinction between expressed needs

and the set of abilities which define senior management's role in the

college.
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In order to assess the congruence between the list of expressed needs

identified by Mackay et al. (1978) and the expected abilities of senior

management, duty statements for senior staff in the Department of Further

Education were examined. 1

It was concluded that the major categories of

need did incorporate the various areas of expertise expected of these staff

as defined by the duty statements. Only one minor modification was thought

necessary. For the present study the cluster 'understanding of procedures

in staff management' was separated from one of its constituent needs -

1 Knowledge of Basic Subject Matter relevant to the area of specialization in which one

is teaching.

2 Teaching Skills Associated with Planning and Conducting Instructions diagnosing student

ability, specifying objectives, choosing appropriate teaching methods.

3 Understanding Assessment and Evaluation Procedures selecting and designing appropriate

assessment procedures for student achievement.

4 Skills in Curriculum Development the preparation of new courses, knowledge of

curriculum theory.

5 Knowledge of Modern Developments in Industry and Commerce being aware of uptodate

procedures and the changing nature of the work environment.

6 Skills in Continuing Professional Development diagnosing own staff development needs in
relation to one's teaching practices.

7 Knowledge and Skills in a Wide Variety of Areas not directly related to one's area of
specialization.

8 Skills in Counselling Students in areas such as study problems, job placement and

personal problems.

9 Interpersonal Skills in dealing with fellow staff, students and the community.

10 Knowledge of 'Routine' Procedures such as basic safety and first aid procedures,

knowledge of the legal obligations of teachers, maintenance of records.

11 Knowledge of the Philosophy of TAFE understanding the relation between one's own area

of specialization and the overall TAFE program.

12 Knowledge of Elementary Administrative Procedures introduction to staff and financial
management.

Figure 6.2 Twelve Categories of Skills and Understandings Important to
Teachers in Technical and Further Education

1
These duty statements were for the Head of School and Deputy Head of
School and contained in staffing advertisements for 1978.
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'understanding strategies of staff development'. Since the further develop-

ment of one's staff is the responsibility of senior management such a clear

differentiation was thought appropriate.

This resulted in ten areas of expertise which defined the role of

senior management and in which staff may require further development. These

are summarized in Figure 6.3.

Areas of expertise and needs of non-teaching staff. There has been

little systematic examination of the possible needs of staff members other

than teachers and senior management. Support staff such as librarians,

services personnel, laboratory technicians and general office staff have

been largely ignored in research on staff development. However a number of

papers presented at the Staff Development Conference of the Department of

Further Education in August 1978 focused upon the needs of these staff. For

1 Knowledge of the TAFE Administrative Network its structures, administrative

procedures and key personnel.

2 Understanding TAFE its philosophy, current goals and likely future developments.

3 Skills associated with Educational Leadership knowledge of teaching/learning practices

relevant to TAFE.

4 Understanding of Procedures in Staff Management staff assessment and job selection

procedures, the preparation of job specifications.

5 Skills of Staff Management understanding human relations, developing team work,

delegating authority and interpersonal communication.

6 Financial Management skills in budgeting, financial planning and techniques of cost

benefit analysis.

7 Understanding the Procedures in College Administration such as school records,

examinations and student enrolments, the running of meetings.

8 Skills in College Administration decision making, preparing submissions and reports,

managing resources.

9 Skills associated with ExtraInstitutional Management developing relationships with

the community including industry and trade unions, assessing community needs and

coordinating community education facilities.

10 Understanding the Strategies of Staff Development establishment of needs and

priorities (both individual and departmental), knowledge of appropriate methods

of staff development and their evaluation.

Figure 6.3 The Areas of Expertise which Relate to the Role of Senior
Management in Colleges of Technical and Further Education
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example, the 'Lecturer Librarian' Group submission (1978) noted three main

areas of concern:

(a) administration skills, i.e. planning, staff admi;:istration and evalua-
tion, market research, public relations, design and display, worker
participation and team building;

(b) general educational methodology, i.e. resource utilization skills,
media and educational technology, philosophy and psychology of
education;

(c) library based skills, i.e. maintenance and updating of library skills,
basic bookkeeping and budgeting, current awareness of the state of the
art.

A paper presented by Simmonds and Neale (1978) drew attention to the

needs of ancillary staff. They noted that 'the needs of ancillary staff may

be categorized in quite a different way from that of lecturers - their role

is to process material, data and people so that the college can function -

it is a supportive role'. As a result, ancillary staff needs are likely to
be in the area of communication, public relations, a knowledge of audit re-

quirements, accounting methods and stores control. Simmonds and Neale

identify one further need which they believe is extremely important -

ancillary staff must understand the educational functions of the college and

the overall aims of the Department of Further Education so as to maximize

the effectiveness of each

It is clear that there are many groups of staff members within a college

of technical and further education each contributing particular areas of

expertise and, presumably each with individual staff development needs. The

present study could not encompass all groups of non-teaching or support staff.

However a decision was made to define the areas of expertise and staff

development needs of one group - the staff development officers. 1
It will

be recalled that in the Department of Further Education these are referred

to as senior lecturers (staff development) and in the Technical Schools

Division as either staff development officers or education services officers.

The identification of the areas of expected expertise of the group of

officers was based on three sources of information. Firstly, the overall

rationale of the staff development program provided valuable insights about

the role these officers were expected to fulfil. Secondly, job advertisements

incorporating duty statements for senior lecturers (staff development) were

1
A point worth noting is that no paper presented at the Staff Development
Conference of the DFE considered the staff development needs of the senior
lecturer (staff development).
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available for scrutiny. Finally, interviews with both senior lecturers

(staff development) and education services officers clarified their actual

roles within the college organization. By this means a set of 12 broad

areas of expected competency was identified. These have been summarized in

Figure 6.4.

1 Skills of Personal Counselling knowledge of modern approaches to counselling staff.

2 Skills of Vocational Counselling knowledge of courses etc. related to career development

of staff, knowledge of different career opportunities both inside and outside TAFE

for staff.

3 Knowledge of the TAFE Administrative Network its structures, administrative procedures

and key personnel.

4 Skills in planning and conducting staff development activities in a wide variety of

fields and utilizing adult learning techniques appropriate to teachers.

5 Procedures of evaluation in education knowledge of different forms of evaluation

applicable to both teacher effectiveness and organizational effectiveness, design of

evaluative instruments, implementation of evaluation strategies, assessment of staff

and organizational needs.

6 Understanding of Administrative and Managerial Theory and Practice power structures

within organizations, communication networks, types of decision making, methods of

goal setting.

7 Knowledge of Educational Technology use of modern audiovisual equipment, etc.

8 Understanding of Modern Teaching Practices application of appropriate teaching

practices to particular fields and streams of study.

9 Research Skills in Education including development of new procedures for staff develop

ment and new organizational structures, assisting research activities in other fields.

10 Knowledge of a Broad Base of Educational Theory including modern developments in

educational psychology, sociology and philosophy.

11 Understanding the Processes of Innovation including both curricular and organizational

innovation.

12 Knowledge of a Wide Variety of Human Resources in other colleges, in industry and

commerce, and in other educational institutions.

Figure 6.4 Twelve Areas of Expertise that Relate to the Role of the
Staff Development Officer in Colleges of Technical and
Further Education
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Areas of expertise and needs of staff in TAFE - summary. There are

many groups of staff in technical and further education. Each group has

particular skills and knowledge and individual staff development needs. For

the purposes of this project the expected competencies of three groups of

staff were identified: teaching staff, staff development officers and senior

management. Rather than attempt to specify detailed competencies for each of

these staff, it seemed more appropriate to utilize global descriptions of

broad categories of these specific skills and understandings. No mention has

been made of attitudes and values these would be expected to result from

the interaction of each of the categories listed and from the further develop-

ment of certain areas of college functioning.

Other staff characteristics. Staff may have responsibilities which

restrict their participation in a staff development program. These

responsibilities may relate to their work where, for example, teachers may

not wish to break the continuity of their teaching program to attend activi-

ties. This responsibility may be heightened during those times when

students are attending college on 'block-release' from their employer.

Alternatively, the unwillingness or inability of staff to participate in

the program may result from their domestic/personal life. In either case

these secondary characteristics would be expected to be influenced by the

staff member's age, field of specialization and level within the college

organization.

4 Organizational characteristics and needs of colleges

Earlier chapters have noted the importance of college organizational pro-

cesses and their relevance to the staff development program. However there

is little research evidence from which to establish what such processes may

be in colleges of technical and further education. The only organizational

models which are currently being applied in the TAFE sector are based upon

the behavioural science model of organizational development (e.g. Schmuck

and Miles, 1971; Beckhard, 1969). This model also provided the basis for

this aspect of the current study. 1

Schmuck and Miles (1971) note that educational institutions are com-

posed of subsystems which perform various functions. These functions range

1

The interested reader is referred to the following articles and texts:
Schmuck and Miles(1971), Cadd and Drew (1978), Mulford et al. (1977),
Mulford (1978).



from teaching in specialist fields, co-ordinating college curricula and

assessment through to the supply of resources. One could also refer to the

department in Victorian TAPE colleges, and the schools in South Australian

DFE colleges, as subsystems within the entire college organization. Each

of the subsystems is characterized by a set of seven organizational processes

which influence its effectiveness. These processes relate to (1) communica-

tion between individuals, (2) the establishment of goals, (3) the tolerance

of conflict between individuals, (4) group procedures at meetings, (5) the

solution of internal problems, (6) decision-making mechanisms and (7) the

monitoring of change.

Two points should be made in relation to these subsystem processes.

Firstly, they are interdependent and r-: easily definable without re ference

to each other, and this is acknowledged by Schmuck and Miles (1971).

Secondly, and this is more troublesome, there is considerable overlap between

the processes. That is the processes do not appear to be conceptually

distinct.

Organizational processes which characterize the entire college system

arise from the interaction of these subsystem processes. Schmuck and Miles

propose four quite global processes that typify an effective educational

institution. These are:

(a) the ability to perceive problems that arise from either the

surrounding community or the organization itself;

(5) the utilization of all available resources, both college- and

community-based, in the further development of the college;

(c) the responsiveness of the college as a whole, together with its

constituent sections, to internal and external demands;

(d) the evaluation of progress towards established goals.

The distinction between system and subsystem processes is a useful one

in that it provides an avenue for examining the needs of the college and the

needs of individual sections quite separately. However one must be careful

in accepting too readily the Schmuck and Miles model as being appropriate

for technical and further education. Already we have noted the need for

conceptual clarification. In addition it was originally designed for

general educational institutions where each of the subsystems may be more

closely related than one might expect of departments/schools within colleges

of technical and further education.
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As a result of a consideration of the above literature, discussions

with academic staff specializing in organizational development and comments

made by TAFE college staff, a statement of department/school and college

organizational processes was compiled. These are shown in Figure 6.5.

This concludes a consideration of the possible organizational character-

istics and related needs of colleges and their component sections. In a

staff development program these are important for several reasons. As areas

of college functioning that may require further development they assist in

determining the relevance of the staff development program that exists in
each State system. They also provide clearer bases for initiating develop-
mental programs in this area. Finally some may also influence the

effectiveness of the program by assisting staff to examine their own needs,

providing staff with the opportunity for continuing professional development

and facilitating the introduction of ideas and skills gained during activities.

A AT THE DEPARTMENT (SCHOOL) LEVEL

. communication between staff within the section

. specification of course objectives

. tolerance of a diversity of educational practices and opinions

. utilization of all the abilities of section staff

. participation of staff in decisionmaking

. continuing evaluation of the effectiveness of the section

. specification of areas of responsibilities of staff withir the section

B AT THE COLLEGE LEVEL

. communication between the sections of the college

. sensitivity to the concern of the staff, parents and the community

. utilization of the skills and interests of all staff in the further development
of the college

. communication between the college and the community

. continuing evaluation of the effectiveness of the college

. continuing development of college structures in response to changing demands

. utilization of appropriate decision making procedures

. specification of areas of college responsibility for all staff

Figure 6.5 Or anizational Processes at both the Department /School Level
and the College Level in Technical and Further Education
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In this latter role these organizational characteristics are more correctly

regarded as processes of the staff development program and fit more

comfortably under that category of the evaluative framework being proposed.

5 The background factors - a summary

Figure 6.6 summarizes the set of background factors that are proposed for

the evaluation of a staff development program. There are five major

categories of these factors of which three relate to the college, viz.

college influence upon both staff participation in the program and the

introduction of new ideas gained from activities and, finally, college

organizational processes which may themselves be the focus of further

development.

System characteristics

College characteristics I

College characteristics II

College characteristics III

Staff characteristics

Policies of sf,'f development

including fording arrangements

ai".endance regulations

General systemwide factors

including initial teacher preparation

relieving staff

Location

Size and type

Policies of staff development

Provision of physical resources

Collegial interest and support

Relevance to college curricula

General administrative practices

College/section needs

including perception of problems

resource utilization

organizational responsiveness

evaluation of goals

Needs of teaching staff

Needs of support staff

Needs of senior management

Work-related responsibilities

Domestic/personal responsibilities

Figure 6.6 Background Factors of the Staff Development Program
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The Processes of the Stuff Development Program

There are four groups of processes relevant to a staff development program,
Two are directed towards policy formulation at the college and system level.
Another set of processes concern the individual staff development activities
which constitute the staff development program for a particular State
technical and further education system. Finally, there is the overall

Program which results from the integration of its constituent activities
and which itself is a process variable, The first two may be referred to
as policy formulating processes and the latter two as staff development
processes.

1 Policy formulating processes

Considerable attention has already been given to policy formulating processes
at the system and college levels in Chapters 3 and 4. To briefly summarize,
there are potentially seven managerial tasks or processes which may lead to
policy formulation in each of seven areas relevant to staff development.

These policies relate to the system and college background characteristics

identified above and the managerial tasks are the processes by which these
policies are generated. The seven managerial tasks are as follows, although
it has already been note, that Nos. 4 and 7 are not relevant to the college
situation:

The formulation of aims

The provision of financial, co-ordinating and decision-making resources
and arrangements

The specification of broad program content

The formulation of an accreditation policy

The evaluation of progress and outcomes of policy

The dissemination of findings throughout the system

the promotion of ongoing research into system needs

These therfore constitute the first two groups of processes that may
operate in a staff development program. T1.ey may apply at either the college
or system level. Even at the system level they may refer to the State

Technical and Further Education Department or the Federal Technical and
Further Education Council.



2 Staff 1-___1)1/01 0 men t Processes

An examination of documents supplied by the Technical Schools Division

and the Department of Further Education indicates that strategics for staff

development are extmmely wide ranging. There have been attempts to develop

typologies for the various forms of staff development strategies. Often

researchers have utilized the work of Havelock on the diffusion of innovation

and planned educational change (Havelock and Havelock, 1973) . For example,

Tisher (1998) has distinguished strategies for the dissemination of information

and the learning of skills uccording to the relationship between the person

already possessing the information and skills and the intended recipient.

At one extreme there is a rational presentation of ideas by some authoritative

person to a relatively passive recipient. At the other extreme there is a

collaborative problem solving effort by both the expert and the learner which

utilizes the letter's creative potential. Using this approach Tisher argues

that one can order strategies along a continuum from the issue of printed

material through to lectures, m'etings, conferences, and finally to consultancy.

This is an interesting approach to differentiating between staff develop-

ment activities. There will be some overlap in the type of resource-person

recipient interaction that characterizes any activity and one would not

expect any of the strategies to adhere strictly to a particular point on the

continuum.

Against this background and after discussing the various strategies with

staff we would propose the following groupings of staff development processes

for the current study:

(a) Films and printed materials. This represents the basic level of

communication and flow of information. One would expect only

minimal interaction between the recipient and the resource personnel

supplying the information (unless it was part of a more complex

staff development activity).

(b) Lectures, short courses and long courses. These activities result

in the dissemination of a prescribed body of knowledge from the

resource person to the staff member. Generally they will be of a

highly structured form.

(c) Meetin s, seminars and conferences. Staff participating in these

activities interact with the resource staff to varying degrees.

The learning environment may range from being highly structured

to being quite informal.
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(f)

Worksh9P__. These ore usually or a mu ro co oho ra t i ve nature with

both resource person and staff member interacting extensively.

Colle o and industrial visits. The type and extent of interaction

between the visiting staff member and those staff being visited

will vary considerably depending upon the nature of the visit.

However one would expect that there is likely to be a two-way

transfer of information between staff during college visit5 fa

the case of industrial and commercial visits one would not expect

such an interflow.

Consultancy. As it is commonly practiced in technical and further

education, consultancy is very much a collaborative process with

each party working together to help solve a staff Member's

particular problem.

Each of these staff development processes refer to individual staff members

actively pursuing new ideas and skills. If staff attend in groups, such group

Membership is coincidental. The above strategies do not encompass those where

group membership is an integral part. These latter staff development processes

are referred to as college (organizational) development strategies.'

College development is synonomous with organization development except

of course the college is the focus of change. Mulford has provided the

following definition of organization development and one which seems to capture

fully the intents of its advocates:

A planned intervention by external change agents/0.D. consultants,
using behavioural science knowledge to help an 2302.1zal to diagnose
its organizational purposes and processes and develop a plan through which
all members of the organization can, themselves, modify these purposes and
processes in such a way that they can sustain the modification processes
in a changing environment. (Mulford et al. 1977:213)

14 this type of developmental
strategy the collaboration between the resource

person - the change agent - and the recipient the entire college organization

is intense and may be long lasting. As a process for change it may itself

utilize any of the above mentioned strategies although one would expect a heavy

emphasis upon consultancy to remain throughout. However there is likely to

be a gradual shift from one of dependence upon an external change agent to a

dependence upon consultancy from within the organization.

1

If the focus of these strategies is on a department or school of a college,
then the terms departmental development or school development would be
appropriate.
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This very brief description or development as a developmental

process will suffice for the moment, lr 1! discussed in greater detail in

Chapter 9.

A group of six staff developmeav 1' .40%ses has boon described above

and it is not intended that these bu $4k01 its exhaustive. However one final

point needs to be noted. Each of theyc) process strategies will be content

bound and directed towards particular vitried purposes. An individual

staff member may attend a number of vlic)so Ativities over a year. It would

seem useful to think of those aggreRatO aCtivitios as possibly comprising

a whole staff development experience villich is more than a summation of each

of the individual activities. One Illit4ht A140 consider an entire State staff

development program in this light.

The key prc:esses of a staff developineht program have been summarized

in Figure 6.7.

Outcome,: of a SiafLpeslopment Proxal..,-611.1

The outcomes c a staff development pyagrpal may be extremely varied. Some

may be rescot et the conclusion of an activity; other outcomes may not be

evident until some time later. It se" 001ropriate to consider three types

Policy Formula, ing Processes

- the System level

- at the College len1

Staff Developh,,nt Process

not applicable at the college level

tpe tormi!lation of aims

prevnion of financial, co-ordinating and

deckle" making resources and arrangements

4ec)tication of broad program content

tormolalion of an accreditation policy*

tpe wolAtion of progress and outcomes of policy

tpe toseNination of findings throughout the

5Yste0

promotion of ongoing research into system needs'

Filt4 and printed materials

uCtkires4 short-, long-courses

Meetings' seminars, conferences

Sek0°.
College, Industrial visits

consutany

College 6)rganizotional) development

Ogrull Staff development program

Figure 6.7 The Processes of a Staff Be ele in nt Pro ram



of outcomes which may accure from a staff development activity: immediate,

intermediate and long term. Thu immediate outcomes comprise these which have

developed by the end of the activity. Thu interMediato outcomes appear at a

later date, probably up to a year, as a result of the activity and, perhaps,

some other experiential factors. Finally, long term outcomes, as the label

implies, occur at a fairly long interval after the activity and result from

u complex interplay of many factors, one of which has been the staff develop-

ment experience.

What are the possible outcomes of a staff development program? There

has not been an extensive and systematic examination in the literature of

what are, potentially at least, the benefits of a stuff development program.

A close reading of the Triennial Report 1977-1979 (TAFEC 1976) and documents

provided by both State TAPE Departments as well as the statements of staff

suggests however that there are a number of quite specific benefits which
may be identified. These benefits fall into three categories. There is a

group of benefits which is directly associated with the staff member.

Another group. while dependent somewhat on the first, focuses upon the college

as an organization composed of various subsystems and working towards a common
goal. Finally, there appears to be a set of system benefits which can be

abstracted from both the college benefits and individual staff member benefits

and which possess an integrity of its own. Each of these will now be examined.

1 Possible benefits for the individual staff member

One of the most basic outcomes for staff is an increased knowledge of

concepts and skills related to their current job. This is true for teachers

and non-teachers and may result immediately from a staff development activity.

Another immediate outcome could be a more thorough understanding of the work-

ing conditions in modern industry and commerce. Each of these may lead, over

a period of time, to a number of intermediate outcomes. These will include

an increased confidence in dealing with students and an improvement in work

performance.

There are other immediate outcomes which will be more closely related

to a staff member's future career. For example, the provision of a firm
foundation of relevant knowledge concerning career opportunities is an
important benefit. Another would be the acquisition of skills and under-

standings not related to one's present job but relevant to some future

appointment within technical and further education. 1 Therefore in the

1
A small number of staff interviewed felt that such appointments could also
be external to the system.
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developed Orintl arlivitiefi or froN tht diomioolioo or lAiwio ideas ihroullh-

out the tiytittilll. Th0 imptirtillICo Or !ail rocool ion 0; that it hui ids lilt

no 1 oil and mny also ohaoco callatv profipoctfi. Tho fiocon0 ifi close to

one of Ihe basic t000th or further edlIcallun (he dovelopmenl amoulot the

members of 1 1 rtor I sty 11 i t vors 1 ty 0 r 11101 1011111 turf proposed
that nil important lumen t t ho it ti0V0 opnion I program could he the

development of vari oty of h anti hnIN 011g() not rtilated 1 u 01101!;

occupation, 01 turn could 004111 in toiychologicially and phyfilcolly

healthier oo('c members.

2 )enef.it.;to the col jqe "II 0q1110 zat1911 ..

There are two broad categories of Potential benefits to the college. 'the

first relates to the overall organization of the college and is quite

general in nature. Relationship between staff and relationships between

staff and the college as an institution may be affected by the program. Hence

a fostering of professional contact between teaching and non-teaching staff

may be an immediate outcome of an activity and one which affects the relation-

ships between individual staff members. Similarly an understanding of one

another's work in the college is likely to be an immediate benefit affecting

staff relationships. Each of these maY in the longer term lead to a more

co-operative approach among staff in their work, a more satisfying work

environment and an increased commitment to the goals of the college. In this

last instance the relationship between the staff members and the college as

an institution is clear.

An important benefit to the college of the staff development program is

its effect upon responsiveness. The responsiveness of a college will be

influenced by its ability to predict changing community needs. Such a benefit

will be associated with an increased awareness among individual staff of

the future needs of industry and commerce but arises out of the integration

of that awareness rather than individuals acting on their own initiative.

The second major group of college benefits are more specific and refer

to particular functions of sections or subsystems within the college. For

example, the following outcomes would appear to fit this category:

(a) the wides pread introduction of modern teaching practices

throughout the college;

(b) the effective utilization of library and audio-visual resources

in the college.
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PunctIon111 section Of 1 I college Orgi HI ho oxpooted from a staff
development program.

3 Possible benefits to the system

Some outcomes of a staff deVelopnent program will he more system - triented

rather than related to individual colleges or staff members. These outcomes

are generally long term, appearing possibly five Years later and resulting

from a number of activities or the entire pfogrool, rather than any specific

activity. The balanced development of the 'FAI:f system within a State or

across Australia is one such system benefit mentioned in the Triennial

Report 1977-79 (TAFEC 1976). Increased credibility of the TAPE system as

a component of the post-secondary system is another possible long term

benefit of the staff development program. By ritiieg the expertise of

staff, both in specialist and teaching areas, some senior administrators

argued this would result in higher standards among students graduating from

these institutions and greater staff contributios,ib the form of consultancy

and research, to industry, commerce and the community in general. In this way

they believed that the community would more highly regard the contribution

of this sector.

An interesting long term outcome also mentioned in the Triennial Report

1977-1979 (TAFEC 1976) is the greater contribution of TAFE personnel to the

initial preparation of staff within technical and further education, thereby

ensuring its relevance to the needs of the system. This long term benefit

would be dependent upon increased knowledge and skills of particular staff

in adult learning processes and related areas. However this outcome could

not finally develop until there was widespread acceptance of the expertise
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system level.

Prioritiesjumnia FjoErapi. Outcome'.

Throe broad categories of possible outcomes of it !iiiIrr dovolopmont prolown
have Just been described and, within each, it number or paiticular outcomes
mentioned by starr have been specified.

Teachers, ancillary staff, college senior management and head office
personnel will probably value many of those outcomes quite di rforently. This
is to he expected. What is extremely important for one staff member may not
be for another. Judgments about program effectiveness are dopentient upon the
extent to which these outcomes are valued and therefore one might expect
different judgments to he made by different staff.

The General Framework for the Evaluation of
Staff Development - A Summary

Three general categories of variables have been proposed as proviiiing a

suitable framework for the evaluation of staff development. These are back-
ground factors, processes and outcomes. Within the background factors are
a number of major elements which relate

to system, college and staff
characteristics. These characteristics include policies of staff development,
system and college organization procedures, and needs and responsibilities
of staff. Each of these characteristics influence staff participation in
the program and the implementation of ideas and skills gained. The major
process elements of the staff development program are the individual strate-
gies that comprise the program and the managerial tasks by which staff
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development policy is formulated and implemented. The program outcomes of

a program may be of benefit to the individual staff member, the college or

the system. They may either result immediately from an activity or develop

over a period of time and not become evident for a number of years.

The report so far does not sregest how the elements which comprise the

proposed evaluation framework might be measured. That is the concern of

the next chapter which examines methods and measures appropriate to a

college-based evaluation of staff development. The application of the strat-

egy to the evaluation of specific staff development activities is dealt

with in the final chapter of the report.

1c,3
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CHAPTER 7

METHODS AND MEASURES

The evaluation framework for staff development just proposed in Chapter 6

consists of an extensive array of elements: teacher characteristics, college

needs, system policies, processes of staff development and program outcomes.

Information needs to be collected about each of these. There is a variety

of methods and associated measures that can be used, as well as a variety

of people who can provide the required information. These are the two

central concerns of this chapter - who are the relevant sources of infor-

mation and when and how should information be collected.

We begin by indicating several alternative approaches to the collection

of evaluation data about each of the elements and then propose what appears

to us to be the most appropriate. This is followed by a detailed examina-

tion of the way this approach can be applied to the evaluation of a college

staff development program. The aggregation of each of these college

evaluation studies to provide an overview of the entire State staff develop-

ment program is discussed in the next chapter. It should be pointed out

that the intention of this study was to produce a college-based evaluation

methodology.
I

Emphasis was therefore placed upon the development of

methods and measures suitable for use within a college.

Sources of Evaluative Information

The successful evaluation of staff development must be congruent with its

management. Earlier chapters have suggested two managerial models: the

institutional management and staff autonomy models together with the

concomitant notions of 'evaluation from above' and 'evaluation from below'.

Evaluation from above implies that the responsibility for establishing the

evaluative criteria and implementing the evaluation lies with the senior

management of the system. In the case of the evaluation of an overall

State program, senior management may refer to the State Staff Develop ment

Standing Committee to which the State Department has delegated substantial

1
In reaching this decision the researchers were guided by the advisory
committee which felt that such an approach was consistent with the
management of staff development in each of the State TAFE systems
concerned in the study.
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authority for the program. If the evaluation of a college staff development

program is the concern, senior management will refer to the Principal or

those senior staff whose responsibilities include staff development.

Evaluation from below implies a quite different approach. In this case

establishing the evaluative criteria and implementing the evaluation is the

individual staff member's responsibility. These are two alternative

approaches. At the end of Chapter 3 another possibility was suggested which

focused upon a collaborative approach to staff development management.

Consistent with this approach is a methodology for the evaluation of staff

development which recognizes the different responsibilities of various

staff members, both senior staff and general staff. These responsibilities

are clearly spelt out in the case of the Department of Further Education:

The approved staff development concept clearly places responsibility
for development on line management, but individuals retain responsi-
bility for their own development. (Training and Development Branch, 1978)

Notwithstanding the difficulties already raised in regard to this model, a

collaborative form of evaluation would seem to be the most appropriate.

This approach was widely accepted in discussions with staff during the

preliminary phase of the present study.

One of the difficulties of this sort of managerial model already

mentioned is that its success is dependent upon 'a set of understandings

about the continuing professional development of staff that is shared by

all concerned and which, for both parties, adequately defines the process'

(Chapter 3, p.39). A similar comment can be made about an evaluation

strategy based upon a collaborative approach. The evaluation framework

defined in the previous chapter is an attempt to provide a set of common

understandings about what should constitute the evaluation of staff

development.

In brief, the methodology for evaluation being proposed is one where

each staff member collaborates. For most staff this will involve reviewing

their own continuing development; for some others it will also include

reviewing the continued development of their colleagues. Further, a set

of elements about which data should be collected has been suggested which

defines, in a manner acceptable to each of these groups, the breadth of an

evaluation of staff development.

Evaluation viewed in this way relies heavily upon a two-way communica-

tion between general staff and senior management about particular elements
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contained in the suggested framework. This is a direct consequence of the

notion of collaboration. One can think of three categories of staff in a

college of technical and further education:

1 General staff including teaching and support staff;

2 Heads of sections having staff development responsibility for

between about 3 and 100 staff;

3 Principals of colleges who may delegate their college staff

development responsibility to staff development committees, or

specific senior staff.

The methods by which data about specific elements of the program are

collected could therefore involve each of the above three categories of

staff in a way which reflects their staff development responsibilities.

Ideally this data collection should provide the basis for communication

between each of the categories of staff about important :aspects of the

staff development program. This would be equivalent to the descriptive

phase of an evaluation study (Stake, 1967). It may involve both quantita-

tive and qualitative techniques within the boundaries of the evaluation

framework developed in the previous chapter.

This is not meant to indicate that information about all of the

elements defined in that framework should be collected from each of these
categories of staff. For example, general staff members may not be aware

of the details of funding policy which currently apply in a particular

system. Likewise staff development committees may not be aware of the needs
of particular staff members. However all categories of staff will have their
own views of the effectiveness of the program and each can quite usefully
comment upon that. What is suggested is that whenever appropriate,

different perspectives on the same issues be obtained from two or more

categories of these staff. In those colleges where staff development
'Officers are found, a further perspective is possible and should be examined. 1

1
The approach being suggested should not be confused with staff appraisal.
Staff appraisal incorporates many of the ideas expressed here but has two
major differences. It is often associated with staff promotion. While
that may be a long-term outcome of an individual participating in the
program, it is not a prime concern of the evaluation. Secondly, the
elements constituting the evaluation, including the criteria for judging
program effectivenes,.are defined by both senior management and general
staff. This would not typically occur in staff appraisal.
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It would be useful to present an overview of the strategy for the

evaluation of staff development which emerges from these considerations,

before examining in detail further aspects of the proposed methodology.

This is done in the following section.

College-Based Evaluation of Staff Development - An Overviaw

A strategy for the college-based evaluation of staff development is proposed

which is hierarchical in nature. This hierarchy reflects the breadth of

staff development responsibility held by personnel in the colleges. Those

at the top of the hierarchy need not always be the most senior staff. The

documentation of the Victorian Technical Schools Division described earlier

suggested that staff development committees, involving staff from all levels

of the college organization, often held this overall responsibility. A

major feature of the strategy is that it integrates both the institutional

management and staff autonomy models of staff development and incorporates

both suomative and formative evaluation functions.

Figure 7.1 depicts the proposed strategy and the major evaluation reports

by which data are collected. Each report contains a series of questions

congruent with the staff development responsibilities held by the 'target'

respondents. However it was not our intention to construct questions or

exercises that incorporated all possible items that could be asked. Rather

it was our intention to produce a set of core or basic items about which

information might be sought. Further items could then be added which were

relevant to a specific college and situation. A number of the core items

might even be deleted if they were thought to be inappropriate. The important

point is that the breadth of coverage of the evaluative strategy should not

be restricted. Information about each of the elements of the evaluative

framework outlined in Figure 7.1 remains an integral part of the descriptive

phase of an evaluative study of staff development.

When Should the Data be Collected

Closely associated with who are the relevant sources of evaluative information

is the question of when should this information be collected. If one is

concerned with the continuing evaluation of a program, as is this study, the

data collection will occur over the period of time in which the program is

implemented. By contrast, if evaluation is summative then data collection

will occur at one point of time.
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It would appear useful to collect informatior about college and staff

needs and constraints affecting program participation It the beginning of the

program. These background factors might serve as a useful basis for develop-

ing appropriate program aims and planning the most suitable processes to meet

these aims,. After a period of time the effectiveness of the program could

be assessed in regard to a broad set of criteria. The time interval between

the assessment of background factors and the evaluation of program outcomes

will be dependent upon the following factors:

(a) The length of time for outcomes to become evident. This could be 12

months or more after an activity has concluded.

(b) The changing structure of the college. Until recently there has been

a rapid turnover of staff in many educational institutions. To propose

a two or three year period between the assessment of staff needs and

the evaluation of a staff development program in terms of criteria

related to those needs would have been inappropriate. Now with greater

stability in college staff appointments such a proposal would be quite

feasible.

(c) The funding arrangements for the program. It may be useful to link the

period of evaluation to the set interval for which a college is funded

for staff development. In the Technical Schools Division this i5 one

year, and a similar period is envisaged. for the colleges of the Deport-

ment of Further Education. The danger with this is the close association

between accountability and evaluation it could foster.

Taking each of the se factors into account it would seem that a 12-24

month interval would be suitable. This would allow sufficient time for

intermediate outcomes to emerge as well as immediate outcomes from activities

to be evident. Evidence of possible long-term outcomes might also be present.

In addition this period would incorporate a significant, but not excessive,

amount of staff development activity (as ind3cated by the prelindnury pLase

of the study). It would therefore allow the evaluation to serve a monitoring

function, capable of responding to unexpected circumstance and hence preserve

its formative role.

This time sequence can be shown as follows in Figure 7.2. Time]. denotes

the beginning Of the period for an evaluation of a college staff development

program. At this point of time information about background factors would be

collected. Time2 represents the conclusion of the program which is being

evaluated and is characterized by an evaluation of program outcomes.



Titre
3

is a replication of the exercise which occurred at time
1 ,

but at a later

date.

One further issue has been raised which requires continent. During the

preliminary phase of the study a common complaint made by staff concerted

the notion of a staff development 'program'. They felt that the idea of a

program was too inflexible and not in keeping with their interests. These

staff argued that staff development needs altered over time which, in turns

affected the types of activities immediately relevant to them and the types

of program outcomes which were of value. An evaluation strategy must be

sensitive to changes occurring between the measurement of background factors

and program outcomes. If the needs of staff and college changed over this

period with a resultant change in the aims of the program, then the evaluative

criteria used to evaluate program outcomes must accommodate to those changes.

_rjsuignar of the 'Who and When' gLiss&ls

A college-based evaluation of staff development is dependent upon the staff

found in the college. Three relevant groups can be identified, each with

its own staff development responsibilities. There are general staff

responsible for their own further development, heads of section responsible

for that of their subordinates and principals or staff development commit tees

Who are responsible for the overall college staff development program. each

group can provide information about staff development Which is useful for

its evaluation. That information can be obtained at one point of time.

time
1

time
----2

.11.0,13

Evaluation of Evaluation of Evaluation of

background factors, program outcomes, background

including needs, including re- factors, including

factors that examination of needs, factors that

restrict program evaluative criteria. restrict Program

participation. participation

(N.8. time
2

and time
3
may occur simultaneously)

Figure 7.2 A Possible Time Se uence for the Evaluation Of Staff

12511e1222-11e11t
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Alternatively information about specific aspects of the program can be

collected over a period. In the loter illstance evaluation assumes a more

formative role, and may be congruent with the ongoing operation of the

program.

Hew Should Inferoatien be Gathered?

From the outset it must be said that dufillg the preliminary survey phase

most staff strongly indicated that the introduction of formal procedures to

the evaluation of staff development would be detrimental to the program.

They said this would be true for both external and college-based approaches

to evaluation. Indeed they were not at all sympathetic to questionnaire

materials. Rather they argued for g ceotituation of the less formal

evaluation procedures that then existed, However we would stress that

without an extensively developed Itersfaadiftg of staff development informal

evaluation procedures are likely to lacOhe breadth of coverage demanded

by the framework already outlined, Formal procodUres, at least for the

present, appear essential. This is Pot meant to indicate the necessity to

adhere strictly to a set of procedures defined externally to the college

and its staff. What would be advocated heWeVer is a set of formal procedures

or guidelines, part or all of which Pay be used in their present form or

adapted by individual colleges.

A questionnaire approach is suggested for the gathering of relevant

information with, where appropriate, Pafallel forms of questions for each

of the three 'target' categories of Otaff. This would enable the views of

general staff, heads of section and Otaff development committees to be

brought together and discussed. 14 the present study three such instruments

were developed. These Were:

(a) An Evaluation Report for F011,0411t. Teachers (as an example of

general staff members);

(b) An Evaluation Report for fieeqy Of Section;

(c) A College Evaluation Repe%4,

In addition a small number of relater) exefeises were developed which were

relevant to Principals, part -time tethill8 staff and staff development

officers.

Each of these evaluation repotty RatMred information about background

factors, processes and program outeo", 'this was a consequence of the



time scale of the present study. It was not possible to gather information

about background factors and then wait for a time interval of perhaps twelve
months to document ongoing staff development processes and assess their
effectiveness. In this regard the questionnaires approximated the evaluation
design at time, and time3 in Figure 7.2. They were designed however such
that information about different aspects of the program could be gathered
quite independently. One final general issue needs addressing before these
instruments are discussed. We would argue that in the evaluation of staff

development programs in technical and further education, whenever possible,
different studies should adopt similar procedures, and even similar items,

for the gathering of information about particular constructs. This facilitates
a build-up of comparable knowledge about these programs. In the current study
this was rarely possible. The only study in Australian technical and further
education directly relevant was that of Mackay et al. (1978), and that was
limited to only a small aspect of the proposed framework. Another useful
study, already cited, was Batten's Schools Commission (Staff) Development

Study (Batten, 1979). It provided both valuable insights at the theoretical
level and contributed directly in a small number of instances to the question-
naire materials.

The Evaluation Report for Full-time Teachers

A teachers' evaluation report was designed which was concerned with the

teachers' perceptions of the staff development program. Specifically the
report had the following five purposes:

(a) to assist the teacher in identifying his or her own important

staff development needs;

(b) to indicate the back groun d factors that may reduce the teachers'

willingness to participate in the program;

(c) to indicate the background factors which affect the introduction

of new ideas and skills into classroom practice;

(d) to summarize the types of staff development activities attended

by teaching staff during the previous 12 months;

(e) to estimate the effectiveness of these staff development

activities as perceived by those who attended them.

The third, fourth and fifth purposes dealt with the operations of the

program in the preceding 12 months. The first Was concerned with the
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forthcoming program and the remaining purposes were relevant to either. The

report therefore served both an evaluative function and a planning function.

It was expected that the teachers could complete the report in about 40

minutes.

1 Thheimportant staff development needs of a TAFE teacher

Twelve areas of competency which relate to the role of a teacher in technical

and further education have been stated in the previous chapter, p.139. Two

questions are of interest:

(a) How imPortant are each of these areas of competency for TAPE teachers

to be effective in their job?

(b) To what extent do TAFE teachers require assitance in further developing

each of these areas of competency.

The first question provides a profile of the desirable skills and under-

standings of a TAFE teacher as perceived by the teachers themselves. The

second question is more closely associated with the planning of forthcoming

programs It could also serve as one basis for estimating the relevance of

staff development activities currently provided by central staff development

units and other external organizations.

The 12-item exercise that results from asking each of these questions

is re produced in Figure 7.3. It is also found in Appendix 2(6), and this

Appendix contains the entire Evaluation Report For Full-time Teachers.'

The format of this question is similar to that used by Mackay et al.

(1978), although the items were specifically developed to be relevant to

the needs of staff actively engaged in teaching. This is in keeping with

our earlier comments that evaluation studies should strive for uniformity

wherever appropriate. One modification was made to the approach adopted by

Mackay and his colleagues. Rather than assume each set of skills was related

to the teachers' role and hence reflected a possible need, the teachers were

asked whether this was in fact the case.

exercise

Hence the first question in the

1 Appendix 2 contains the Evaluation Report for Full-time Teachers.
Appendix 2(6) refers to page 6 of Appendix 2 and this terminology
Will be used throughout the report.
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ow are twelve statements that concern the area of teaching

SIIIMMak

Now important are the following for iou to

be effective in your job?

of major of moderate of little or no

importance importance importance

1144,..itt)484110tULetter - relevant to the area of pollution in which

ON is teaching,

Skirls With PilinlOnS diagnosing
Student ability, specifying objectives, choosing aPPren'44.7.; teaching methods.

.........4ttt.,..aluationNiInderstandinAssessicederes ! ]ectiq and designing

appropriate assessment procedures for student -41evemet,

Skillii21202tteloznit the Preperet'..1 :I new courses, knowledge of

curriculum theory

Knowled ofPn........LjtStieliettreerce being aware of up-to-date

Procedures and the changing nature of the work environment,

511111111?!0105111)it" diagnosing own staff development

seeds 10 relation to one's teaching practices.

Knowled a and Skills in a wide Varlet of Areas . not directly related to one's

area of specialization,

E.]

:7

E:I El

C".]

Skills in Counsellin Students - in areas such as study problems, job placement

and personal problems.

Inter Lei - in dealing with fellou staff , students and the community

in snaring information, being sensitive to problems when they arise and

responding to them positively,

Kluateitinms procedures - such an basic safety and first aid procedures,

knowledge 0 , , lhligations of teachers, maintenance of records,

howled s of the Phlloso h of WE understanding the relation between one's own

area of specialization end the overall fIff program, within both the college

and the otem,
E2 El

Procedures introduction to staff and

firollimahagementd

E;(0.inbittlA129tttt1§lyL)2plAmet Needs of Full-time Staff

lo what extent do you require further

assistance in each of the areas

listed?

delPful but Not needed

Essential not necessary at all

A n



2 Background factors affecting_attendance at activity

Three sets of background factors may restrict a staff member's attendance

at a staff development activity. These are:

(a)- system-wide policies;

(b) college policies;

(c) teacher characteristics.

Teachers' perceptions on a selection of these were sought, particularly those

related to college policy and their own characteristics. Teachers may not

be aware of many of the system-wide policies which indirectly restrict their

participation in the program and which were outlined in the previous chapter.

They were therefore not asked to comment on these.

A sample of items seeking teachers' views on a variety of background

factors which may restrict attendance at staff development activities is

presented in Figure 7.4. The entire set of ten items is found in Appendix

2(3)

A similar set of items was included in Batten's study (Batten, 1979)

and provided a basis for the assessment of this aspect of the evaluative

framework.

Various factors are responsible for teachers' inability or unwillingness to participate in some staff

development activities.

Indicate for each of the following factors if it is of considerable, moderate, slight or nil importance to

121 by putting a tick in the appropriate box.

Cost (e.g. for travel and registration)

Domestic and/or personal responsibilities

Difficulty of staff replacement

Reluctance to break continuity of teaching

program

Importance

Considerable Moderate Slight Mil

173
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Figure 7.4 Constraints that Affect Attendance at Staff Develo
Activities: Sample Statement
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3 Background factors that affect the introduction of new ideas

Two sets of possible background factors which might affect the introduction

of new ideas etc. have been identified. The first set restricts the

introduction of change, and in the teacher's questionnaire six such factors

have been identified. The second set assists the teacher in introducing

change and also comprises six factors. Sample items from each are presented

in Figure 7.5 and the whole exercise, comprising 12 items, is continued in

Appendix 2(4).

4 Staff development activities attended by teachers

Teaching staff were requested to indicate their participation in the staff

development program over the previous 12 months. This served two purposes.

Firstly it provided information about the staff development activities

undertaken during that period. Secondly it focused the staff member's

attention upon his or her participation in the program. This was a necessary

There are many reasons why ideas expressed and skills developed in staff development activities cannot be
applied to the ongoing activities of the classroom and workshop situations. There are other factors which
facilitate their introduction.

(i) To what extent did the following factors restrict the application of ideas and skills you gained

from staff development activities during the last year? (If you have not attended any activities over
the last year please go to Part B on next page)

Effect

1 Insufficient materials or limitations of

college buildings

2 General staff indifference to the introduction

of new ideas

Considerable Moderate Slight Nil

El ED El E3

E3 El El E3
(ii) To what extent did the following factors facilitate the implementation of ideas and skills gained from

staff development activities during the year

1 Flexibility of college administrative factors

2 Assistance from the staff of TAFE who possess

particular expertise in the area

Effect

Considerable Moderate Slight Nil

El El CI El

E] El El
Figure 7.5 Background Factors Which Affect Application to the Classroom

and Workshop: Sample Statements



precursor to estimating the effectiveness of the program.

Two points need to be made.

The first concerns the suggested time interval of 12 months. Earlier

in this chapter the optimal time interval which would adequately define

'the program' was discussed. It was argued that 12 months would probably

include a significant number of staff development activities. Provided the

activity was spread evenly throughout that period one might reasonably

expect intermediate outcomes from at least earlier activities to be manifest

at the time teachers were asked to comment upon the effectiveness of the

program.

The second point concerns the types of activities to be included. In

a covering letter to teachers the definition provided of staff development

activities was quite broad. To quote a section of that letter:

Throughout this report the staff development program is meant to
include those planned activities directed towards improving your
performance on the job, preparing you for specific progression
within the system and providing an extensive base of experience
to assist you in adjusting to change. Some of these activities

will be formal, e.g. seminars, short courses, induction courses;
others will be less formal, e.g. consultancy with educational
services/staff development officers or members of TAFE services.
However courses directed towards a formal teaching qualification
are not included. (Letter to full-time TAFE teachers, Appendix 2)

Teachers were asked to indicate three characteristics of the staff

development activities they attended. These were:

(a) major purpose - Technical or Specialist Area (content specific to
current work or to future work).

Teaching Practices (emphasis on knowledge of specific
teaching methods, use of audio-visual equipment, etc.).

Curriculum Development and Evaluation (the developing
and evaluating of new courses, materials or methods).

Management and Organization (management theory and
practice, TAFE systems, finance, team skills, forward

planning).

School and College Development (clarification of goals
of schools and ways of achieving them, etc.).

Sundry (including first aid and safety procedures,
teacher's personal development).

(b) the typical activity - conference, short-course, seminar etc.

(c) organizer of activity - college-based, centrally initiated, industry

initiated, etc.
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It was also expected that teachers would, where appropriate, specify

the title or name of the activity.

This exercise is found in Appendix 2(1).

5 Program effectiveness

A large number of possible outcomes of the staff development program were

identified in the preceding chapter. Some applied to the individual teacher,

some to the colleges and others to the system in general. A selection of

14 of these possible outcomes, representative of the entire set, was

made for the purposes of this report. It was felt that this represented

the maximum number of outcomes, and in effect evaluative criteria, about

which the staff could be expected to comment.

The evaluation report was directed towards teachers. Therefore state-

ments concerning the various types of outcomes was phrased in such a way so

that it was relevant to individual staff members. For example, a college

benefit of the program might be 'the widespread introduction of modern

teaching procedures across the college'. This was worded as follows:

'introduction of new teaching procedures into your lessons'.

This exercise dealing with the teacher's estimation of program effec-

tiveness is reproduced in Figure 7.6. It is clearly an estimation exercise,

based upon the subjective judgments of those who attended the activities.

Being subjective some of the estimates will be more reliable than others.

One would expect that with assistance and practice the teachers might become

skilled at making such judgments and an increase in reliability would result.

This issue is dealt with more fully in the discussion of the Heads of Section

Evaluation Report.

A further question was included enabling staff members to indicate what

further effects might accrue from the staff development activities over the

next 12 months. This question was an attempt to tap the possible development

of intermediate outcomes, particularly those deriving from activities which

occurred close to the time at which the evaluation report was completed.

Teachers were not given a checklist of possible outcomes as in the above

exercise. Finally teachers were asked to indicate those activities which

they felt most worthwhile and those which were least worthwhile.

Questions related to program effectiveness are found in Appendix 2(2-3).
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Changes in both individual and college effectiveness can be brought about by many factors, such as increased

staffing, reallocation of physical resources, etc. Consider now only the effects of staff development

activities that y have attended. If you have not attended any activities over the last year please go to

Section IV on the next page.

(i) How much effect has the staff development activities, indicated above, had upon the following

possible outcomes during the last year?

Some possible outcomes of staff development activities

Increased your confidence in dealing with students

Improved your teaching performance

Introduction of new teaching procedures into your

lessons

Changes in the content of courses taught in response

to mcdern business and industry practices

Development of a team work approach to reaching the

goals of the department or college

Increased your awareness of the future needs of

industry and commerce

Increased knowledge of concepts and skills related

to your teaching

Increased your satisfaction in teaching

Gave you a greater understanding of the total work

of the college

Increased your adaptability to future organizational

changes

Prepared you for future positions of responsibility

Increased your commitment to the educational goals

of the department or college

Improved your consultative cuaribution to outside

organizations

Lead to the exchange of information about courses,

etc., between colleges of further education

Other:

Considerable

rl

rl

Effect

Moderate Slight Nil0 00 0

0 00 0
0 0
0 0
0 00 0

igure 7.6 Question on the Teacher's Evaluation Report Examining the
Effectiveness of Activities Attended by Individual Teachers



Early in the trial phase of the methodology it was suggested that

teachers be asked to comment upon the relative importance of those possible

outcomes of the staff development program which were most closely associated

with them as individual teachers. This was the group identified in the

previous chapter on pages 123-5. Teachers were therefore asked to rank in

order of importance to them eight possible benefits of the program. This

exercise is included in the Teachers Evaluation Report.

6 Other items included in the report

As well as being designed to evaluate the effectiveness of the program over

the preceding 12 months, another major purpose of the instrument was to

assist in planning the most appropriate program for the ensuing year.

Accordingly, staff were asked to suggest appropriate strategies and activities

to be implemented over the next 12 months.

In addition teachers were also given the opportunity to make further

comments upon the operations of the staff development program in their

college.

The Teacher's Evaluation Report for Full-time Teachers - a Summary

A summary cf the evaluation report for full-time teachers has been included

in Table 7.1. This report was designed to gather information about the

background factors, processes and outcomes which have been described in the

previous chapter. In the accompanying table both the general category of

variables comprising the proposed framework and the specific elements being

evaluated has been recorded for each of the sections in the report.

The Head of Section Evaluation Report

An evaluation report was designed to obtain the heads of section perceptions

of the staff development program. It comprised two major parts. One

analysed needs of staff, the section and the college. The second was

directed to other elements of the evaluative framework about which the heads

of section would have definite knowledge. In particular the Heads of Section

Evaluation Report had the following six purposes:

(a) to define the important staff development needs of section heads,

full-time teaching staff and part-time teaching staff (where

applicable);

(b) to define the organizational needs of sections within the college

and of the overall college;
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Table 7.1 A Summary of the Evaluation Report for Full-time Teachers

Section or

Question No.

No. of items

Aspect of framework being evaluated

General category Specific element

Appendix 2

page no.

PART A: The program over the previous 12 months

Processes individual 1

strategies

I ... (6)

II (i) ... (14)

II (ii) ... (1)

III ... (2)

IV ... (10)

v (i) ... (6)

V (ii) ... (6)

Outcomes benefits to staff member 2

benefits to college

benefits to system

Outcomes future possible benefits 2

Process/Outcomes specific strategies/ 3

specific benefits

Background factors staff member, college 4

and system-wide

factors affecting program

participation

Background factors college and system 5

characteristics restricting

change

Background factors college and system 5

characteristics facilitating

change

PART B: Evaluation of needs and forthtlorrLal zosan

I ... (12) Background factors teac, er reeds 6

II ... (8) Gutcomes benefits to inuividua' 7

(Priorities in) staff member

... (i) Processes (Future) individual strategies 7

(c) to indicate the background factors whch restricA the staff of

each section frcm atten1ing staff development activities;

(d) to indicate the background factors which affect the introduction

of ideas gained from activities into classroom practice,

(e) to summarize the staff development activities attended by staff

of each section during the previous 12 months;

(f) to estimate the overall effectiveness of the staff development,

activities attended by the staff of each section.
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Clearly the first four statements relate to the general category of

background factors, the fifth to processes and the final statement to the

outcomes of the program. As in the case of the teacher's report, some of

the statements (the last three) refer to the stuff development program

during the preceding 12 months. By contrast, the first two statements are

relevant to the planning of future programs. Finally, the third statement

seeks information which is relevant to understanding staff participation

in the previous years program and assists the planning of suitable activities

which staff are more likely to attend in the future.

The measures used to evaluate each of these aspects of the program will

be considered. It will be recalled that underlying the proposed methodology

was the intention to obtain the perceptions of different categories of staff

about the same elements contained in the evaluative framework. Therefore

the instruments developed for senior staff, and in particular heads of

section, paralleled those for the general teaching staff. Where parallel

items occur a detailed discussion of the item can be found in the section

dealing with the teacher's evaluation report. The entire evaluation report

for heads of section is reproduced in Appendix 3.

1 Staff and organizational needs

Five separate instruments were developed to evaluate the important staff

(arid organizational) development needs of:

(a) the head of section;

(b) the full-time teaching staff of the section;

(c) the part-time teaching staff of the section;

(d) the section as a subsystem in an organization;

(e) the college as an organization.

Tne first three instruments focused upon the following questions:

How important were each of a number of specific competencies for

staff to be effective in their job?

To what extent did staff in each section require assistance in further

developing each of these areas of competency?
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Following the work of Mackay of al. (1978), 10 areas of competency in

college management and administration were identified in Chapter 6 as being

pertinent to the role of senior management, and in this case the head of

section. Twelve areas of competency have been suggested as relevant to

teaching and these were detailed in the section dealing with the full-time

teacher's evaluation report. The same list of competencies was used for

part-time staff as there was no reason to believe that the teaching-related

competencies relevant to part-time staff would differ markedly from those

of full-time staff.

The scales used to evaluate the important staff development needs of

heads of section were the same as those used for full-time teachers in their

own evaluation reports. However the scales used to obtain the heads of

section perceptions of the needs of full-time staff in their own section

were different. In this instance the head of section was asked to consider

all the staff in his or her section and then answer each of the above two

questions. These scales as they relate to full-time staff have been

reproduced in Figure 7.7. The same scales applied for part-time staff.

A comment in regard to the right-hand scale is appropriate. The

instrument was designed to identify th most critical needs in staff develop-

ment. For that reason the categories 'most teachers', 'a few teachers',

'no teachers' were used. In hindsight a different set of categories may have

been preferable.

Now important demi think the following skills

and abilities are fur the full-time teachers of

your department and its effective functioning?

How many of

you think

in each of

Lur full-time teachers do

assistance

areas?

require further

the following

of major of moderate of little or no most a few no

importance importance importance teachers teachers teachers

Figure 7.7 Scales used in the Head of Section Evaluation Report to
Assess the Important Staff Development Needs of Full-time Staff
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The last two instruments were directed towards the following two

questions:

(a) How important wore each of a number of organizational processes

for the effective running of a section or college?

(h) To what extent do these) organizational processes require Further

development in the section or college?

Seven organizational processes wore listed in the instrument dealing

with the needs of a section and nine in the college-related instrument.

Each of these organizational processes have already been discussed in the

previous chapter. It is perhaps worth pointing out that the instruments used

to evaluate organizational processes in sections and colleges only represent

a possible starting point for the development of more sensitive approaches

to this aspect of the evaluation strategy.

The five instruments designed to assess the important staff and college

development needs of the TAFE system are found in Appendix 3(8-13).

2 Background factors affecting attendance at activities

To ascertain their perceptions of the background factors which restrict

staff attendance at activities, the heads of section were asked the same

question as was asked of their staff. That is they were asked to report

upon the effects of the same 10 background factors as were presented in

the teacher's evaluation report. One important difference was that rather

than indicating the effect of these factors on their own attendance they

were asked to indicate the effect of these factors on the attendance of
their staff. This question is found in Appendix 3(5).

3 Background factors affecting the introduction of new ideas

The same question as was developed for the teacher's evaluation report was

used to obtain the heads of section perceptions of those factors which

either restrict of facilitate the introduction of new ideas gained from the

program into classroom practice. This is described on p.141 of this chapter

and is included in Appendix 3(6).

4 Staff development activities attended by staff

Heads of section were requested to indicate staff attendance at staff

development activities during the previous 12 months. This included both

their own participation in the program and that of their teaching staff.
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As In the case with teachers, there wore two purposes for this request and

possibly these wore more important for sen'or staff than for general teachers.

Firstly it focused attention on the various staff development activities

attended by teaching staff during the previous year. Since this information

was not always available, often senior staff needed to consult with their

teaching staff in order to obtain details of their participation in the

program. Secondly, it provided a basis on which senior staff could make an

estimate of the effectiveness of the program. This function was further

enhanced when the procedure necessitated the heads of section actively seeking

information from their staff.

The heads of section were asked to characterize the activities attended

by staff in a manner similar to that of the teacher's evaluation report.

That is, they were asked to indicate:

(a) the broad purpose of the activity;

(b) the type of activity;

(c) the organizer of the activity.

Since more than one staff member from a section may have attended a particular

activity an indication of the approximate number of their staff attending was

requested.

The relevant items for this section of the Heads of Section Evaluation

Report are found in Appendix 3(1,2).

5 Program effectiveness

Teachers were asked to estimate the effects of attending staff development

activities upon 14 possible outcomes. Heads of section were asked a similar

question. This time however they were requested to consider the effects of

all activities attended by themselves and their staff. Again the same 14

possible outcomes were presented except that now they were phrased in such

a way as to refer to staff (plural) and the functioning of the section.

For example, 'Introduction of new teaching procedures into your lessons'

was changed to '... into the department' in the evaluation report completed

by heads of section.

To require heads of section to make subjective judgments about the

effects of the program upon such outcomes as 'increased confidence of staff

in dealing with students' is a difficult task. It immediately raises

questions of the reliability of their estimates. An even less reliable
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estimate could be expected or a possible outcome such On 'increased

adaptability or stall members to future organizational changes', In contrast

one might expect fairly sound estimates or the program's effect upon the

'introduction of new teaching procedures into the section' or 'changes or

content of courses taught In response to modem business and Industry

practices'. Each of those latter outcomes are directly observable in the

ongoing practices of the section.

Reliability of subjective estimates of effectiveness is an important

issue in developing an evaluation strategy. The present study tried to over-

come it by asking heads of section how confident they were of their estimate

of the effectiveness of the program in relation to each of the listed

outcomes.
1

This aspect of the strategy has been included in Figure 7.8

Confidence of Evaluation Estimate of Possible Staff Development Outcomes

How confident are you of your estimate of the effect of the overall staff development program upon each of
the possible outcomes that were listed? Refer to page 3 of your Head of Department Evaluation Report.

Increased confidence of staff in dealing with students

Highly Moderately Slightly Not at all

Confident Confident Confident Confident

0 0 Cl
Improved teaching performance of staff 0 0 0 0
Improved consultative contribution of staff to

outside organizations 0 0 0 0
Lead to the exchange of information about courses,

etc., between TAR colleges 0 0 0 0

Figure 7.8 Assessing the Reliability of Estimates of Program Effectiveness
made by Heads of Section: Sample Statements

1

A similar approach has been adopted by Tydeman and Mitchell (1977) in their
work on decision-making in the context of uncertainty.
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In brief, thin exorcise served two important functions, Firstly, It

encouraged the heads of suction to be more prepared to make subjeutive

estIumles than thuy might otherwise have been. Secondly, it provided an

indication of the reliahllity of the estimates made) by these senior staff.

Heads of section were also asked to comment upon the possible effects

of thu program over the ensuing 12 months and to indicate the most and least

worthwhile activities attended by staff.

The parts of thu Head of Suction Evaluation Report dealing with each

of these aspects of program effectiveness are found in Appendix 3(3,4,7).

6 Other items included in the report

Heads of section were given the opportunity to indicate possible staff

development activities appropriate to their own requirements, those of their

staff and finally that of the section as an organization. This was contained

at the conclusion of the needs analysis component of the report and is found

in Appendix 3(14).

The Head of Section Evaluation Report - a Summary

Heads of section hold particular views about many of the elements which

comprise the proposed evaluative framework. Being, in a sense, midway

between the general teaching staff and the most senior level of college

management one would expect these views to be influenced by a working

knowledge of the concerns of both groups. This places them in a fairly

unique position for analysing the organizational needs of the college and

section and for assessing the background factors which affect the success

of the program.

Table 7.2 comprises a summary of the entire Head of Section Evaluation

Report and relates each of the questions contained in that report to the

specific elements of the evaluative framework which guides this study.

The College Evaluation Report

In each college the principal has overall responsibility for the staff

development program. In practice that responsibility may be delegated to

another staff member or a staff development committee. This committee

may be either of the principal's own choosing or else elected by staff.

An evaluation report was developed that would be useful for such a committee

in their administration of the college program.

/ (I
152 4- U



'note 7, A Huneuurx_nf the _119 ii.!1_o r Hoc t I on !Iv it It us t I on _Rupt».t,

IQ on or

Question No.

No. of Items

Ah Oat of framework lining evaluated

General category Specific element

Append

page no.

PAR! A: fhe program over the previous 1? months

Processes individual strategies/ 1,?

section program

1 ... (6)

11 (1) ... (14)

11 (11) ... (1)

III ... (2)

IV ... (10)

V (1) ... (6)

V (ii) ... (6)

VI ...(14)

Outcomes benefits to staff member 3

benefits to section/college

benefits to system

Outcomes future possible benefits 4

Processes/Outcomes specific activities/ 4

'specific benefits

Background factors staff member, college .5

and system-wide factors

affecting program

participation

Background factors college and system 6

characteristics

restricting change

Background factors college and system 6

characteristics

facilitating change

Outcomes confidence of
7

estimates

PART B: Evaluation of needs and the forthcoming program

I ... (10) Background factors senior management needs 9

II ... (12) Background factors full-time teacher needs 10

III ... (12) Background factors part-t_-; teacher needs 11

IV ... (7) Background factors section (organizational) needs 12

V ... (B) Background factors college (organizational) needs 13

VI ... (3) Processes (Future) future individual strategies 14

The College Evaluation Report had two general aims. One was to indicate

the effectiveness of the entire college program implemented during the

preceding year - a summative function. The second was a planning function
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to assist in the design or a collogo staff dovolopmont program for file

rorthcoming your. This lattor function was much morn closoly volai00 In

formative ovaluation. The spocific purposes of tho Collogo Fvoloation

lioluirt can ho stmumiri4od as follows;

(a) to doseriho the procodnros by which tho collogo titan' dovolopmont

program Is hmdomontod;

(h) to bring together the noods of the ontiro staff and those of the

collogo as an organi4ation;

(c) to examine the offects or background factors, particularly system-

wide factors, upon the operations of the program;

(d) to evaluate the effectiveness of the program In rotation to the

college and Its staff;

(o) to clarify value judgments about the worth of the possible outcomes

of a stuff development program;

(f) to indicate the usefulness of various stuff development strategies

in meeting the needs of the college and its staff.

The second, fifth and sixth statements relate to tho planning function

of the report. Tho fourth is directed towards summativo evaluation. The

first and third statements refer to the need to provide useful information

for understanding the effectiveness of the previous year's program and

designing a realistic program for the forthcoming year.

The College Evaluation Report comprised two major parts. The first part

sought information in relation to all the above statements except the fifth.

This was the subject of a separate exercise. Both exercises which comprise

the College Evaluation Report are contained in Appendix 4.

1 Managing the college staff development program

Five tasks have been proposed as relevant to the management of the college

staff development program. In this regard the report was concerned with:

(a) the structures for overall management and policy formulation;

(b) the procedures used for identifying staff and college needs;
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(c) the procedures used for establishing priorities for the

allocation of resources;

(d) the procedures used for the evaluation of activities;

(e) the procedures used for the dissemination of information derived

from activities.

A supplementary concern should have been the procedures used for the

distribution of funds from the committee to an individual staff member when

attending a particular activity. This information was obtained during the

trialling of the instruments.

Unlike most of the other questions asked in this evaluation report,

thoseseeking information about individual college procedures were open-

ended and colleges could discuss in detail their managerial procedures.

These questions are incorporated in Appendix 4(1-3).

2 The major needs of staff, sections and the college

One would expect those in charge of planning a staff development program to

be aware of the most common needs of staff (both teaching and non-teaching)

and the organization. We asked the staff development committee to indicate

what were these current needs, utilizing the following broad categories:

(a) technical or specialist skills - including knowledge of basic
and advanced techniques and subject matter.

(b) teaching practice and curriculum development skills - including
conducting and planning instruction, evaluation procedure,
curriculum development.

(c) management and administrative skills - including knowledge of
TAFE administration, leadership, procedures of staff management,
financial management, college administration.

(d) personal development - including understanding of a broad range
of educational issues, interpersonal skills.

(e) organizational development of both college and departments -

including specification and evaluation of goals, job satisfaction
of staff, integration of college curriculum.

Within each category the staff development committee was asked to stipulate

those groups of staff to whom the expressed needs were relevant. It was

also expected that the staff development committee could use the information

about staff and college needs supplied by the heads of section.

Items related to the staff development committee's perceptions of each

of these areas of need are to be found in Appendix 4(6,7).
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3 Background factors affecting program participants

The staff development committee was asked to report on background factors

that affect staff participation in the program. In particular they were

asked to comment upon system-wide policies concerning staff development.

Staff development committees, rather than general staff, are more often

aware of the effects of policies and other features of the system upon

the program. The committee was also asked to comment upon some college-

and teacher-related background factors which were examined in both the

teachers and heads of section evaluation reports.

A sample statement from this question is presented in Figure 7.9

the entire question is found in Appendix 4(8).

4 The overall effectiveness of the program

A staff development committee (or the person in charge of the program) is

in a good position for evaluating the effectiveness of the program. Such

a committee has a general overview of the program throughout the entire

college. However the members of a committee may not have access to specific

details of program effects at the sectional level. To overcome this

difficulty we asked those in charge of staff development to consider firstly

Colleges have suggested many system-wide factors that limit the effective-

ness of the staff development program. A selection of these is presented

below. Please indicate the extent to which you consider each factor

restricts the effectiveness of staff development in your college.

The central approval of funds from TAFE
for interstate travel

The present policy of allocating central
and college funds for staff development

Provisions for staff replacement while
attending short courses, seminars, etc.

Provisions for staff replacement while
participating in longer term activities
e.g. industrial leave

The amount of support offered by TAFE
Services and TAFE Staff Development

Extent of Effect

Consider- Moder-
able ate Slight Nil

CD

I= E CD

CD

Figure 7.9 The Effects of Certain System-wide Policies and Characteristics
Upon Program Participation: Sample Statements
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the effects of the program as perceived by the heads of section in the

college. They were then to make their assessment of the overall effectiveness

of the program throughout the college. This seemed an appropriate means to

combine both the need for specificity and a general overview of the program.

To further assist the staff development committee it was also suggested

that it refer to the staff development activities attended by staff and

listed by the heads of section.

A sample of this section of the College Evaluation Report is included
in Figure 7.10 and the entire section is found in Appendix 4(4).

As was the case for both teaching staff and heads of section, those in

charge of staff development were asked to comment upon:

(a) what further benefits of the program they thought would be

realized during the next year.

(h) which of the activities were of most benefit to the individual

staff member and to the organization as a whole.

Questions directed to each of these purposes are contained in Appendix
4(5) .

Please consider all the staff development activities of the college that

have been listed by the Heads of Departments. Also consider the benefits

resulting from these activities that they have indicated.

In your estimation, how much effect has the overall staff development

program had upon the following possible outcomes during the last year?

Some possible outcomes of the
Staff Development Program

Increased confidence of staff in
dealing with students

Improved teaching performance of staff

Introduction of modern teaching procedures
across the college

Effect

Consider- Hoder-
able ate Slight Nil

O

1=1 O Ei

Figure 7.10 The Effectiveness of the 1978 College Staff Development Program
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5 The potential value of staff development strategies

A wide variety of possible staff development strategies have been outlined

in the previous chapter. It is useful to ask those planning a staff

development program to consider the suitability of these processes for

meeting the needs of their staff and the college in general. One can do

this in a variety of ways. For example Mackay et al. (1978) asked senior

management to assess the relative importance of 14 possible strategies (they

used the term 'delivery systems') for each of nine clusters of management

and administrative skills. Adopting that approach to the present study

would have involved staff development committees in assessing the relative

importance of about 12 staff development strategies in each of the five

broad areas of need outlined above. In effect that would result in asking

them to make a total of 60 different judgments, or perhaps even more if one

was also concerned with separate categories of staff. One would suspect

that such a task would be rather onerous and possess doubtful reliability,

particularly at the conclusion of a lengthy evaluation report.

An alternative approach was adopted. The researchers selected a sample

of 11 possible strategies which had been frequently mentioned during the

preliminary phase of the study as being valuable. The staff development

committee was then asked to estimate the potential value of each of these

strategies in regard to the aims of their program in the forthcoming year.

This set of strategies is reproduced in Figure 7.11.

6 The potential value of staff development outcomes

Decisions about program effectiveness are dependent upon the priorities

accorded to the various outcomes of the program. Staff had been asked to

indicate the effectiveness of the staff development program in terms of some

possible outcomes. Therefore it was important to ask those responsible

for judging the overall effectiveness of the college program, how much value

they place on each outcome. In effect, they were being asked to

indicate which of the outcomes, and hence evaluative criteria, were most

important.

It will be recalled that three lists of possible outcomes were

suggested in Chapter 6. The first list of outcomes were those directly

related to the individual staff member; the second were related to the

overall functioning of the college; and finally the third list concerned

the TAFE system as a whole.



Below are samples of strategies which may characterize the staff development

program. How much potential value do you think each would have in achieving

the outcomes you have mentioned?

Organizational development strategy
involving an external consultant

Short term visits to industry
ob.4e..;:ving the use of modern equipment
arse the current work environment

Whole term release to have working
experience in industry

Short courses in administration and
teaching methodology

Conferences for specialist areas
organized by people outside the
college

Visits to other colleges to examine
teaching practices, administrative
procedures and curricula

Workshops, demonstrations and training
programs organized by industry and
commerce

Residential programs for senior staff
focussing on management and
administration

Consultancy, utilizing the resources
of TAPE, educational institutions and
industry

Meetings of colleagues with common
'specialist' interests, (e.g. subject
association meetings) either in the
college or outside the college

The presence of a permanent staff
development officer in the college

Potential Value

Consider- Moder-
able ate Slight Nil

Figure 7.11 The Usefulness of Certain Staff Development Strategies in
kchievint Intended Program Outcomes
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Consider as a working example of the process used to obtain this

information the possible college-r:gated outcomes summarized in Figure 7.12

The entire exercise is contained in Appendix 4(11-15).

Now high a priority do you place on each of theso possible benefits ur th
staff development program as far as your college is concerned?

Possible benefits to the college as Step 1 Step 2

organization Priority Weighting

1 A fostering of professional contact between
teaching and non-teaching staff.

2 The development of a co-operative approach,
involving all levels of the staff, in reach-
ing the goals of the college.

3 A stronger commitment by all staff, both
teaching and non-teaching, to the educa-
tional goals of the college.

4 The development of a work environment where
staff are satisfied with their job.

S A more accurate prediction of possible
future needs of the community which the
college serves.

6 An increased understanding by all staff
of the total work of the college.

7 A wider introduction of modern teaching
techniques across the college.

8 The development of new college curricula
in response to modern business and indus-
trial practices.

9 More effective utilization of library and
audio visual resources in the college by
both staff and students.

10 An increased efficiency of both
secretarial and office services.

11 More effective use of vocational and
personal counselling services offered
by the college.

Other:

- - -

- - -

- - -

Figure 7.12 Exercise for Examining the Relative Importance Colleges Place
Upon the Various College-related Outcomes of a Staff
Development Program



Firstly, the staff development committee was asked to indicate its

priorities among the various possible benefits of the staff development

program. This was done by ranking the outcomes from 1 (highest priority)

to 11 (lowest priority) in terms of their importance to the future effective

functioning of the college. The committee was also provided with the

opportunity to include any unlisted outcomes which they valued highly.

The next step was to scale or weight each of these priorities to provide

some estimate of the relative distance between rankings. This is an important

aspect of the exercise because one might find that outcomes ranked first,

second and third in order of priority might be each highly valued but that

remaining outcomes might be considered of far less value.

By means of this exercise' a set of evaluative criteria could be

established that was relevant to a particular college and against which the

effects of the program could be legitimately compared. More accurate

judgments could then be made about the overall effectiveness of the program.

The College Evaluation Report - A Summary

Perceptions by staff development committees of the various elements contained

in the proposed evaluative framework are an important source of information

for both a formative and summative evaluation of college development programs.

A College Evaluation Report was designed that would provide information about

each of these aspects of evaluation. A summary is included in Table 7.3 on
the following page.

Administration of the Strategy

Earlier in this chapter it was argued that a college-based evaluation of

staff development should involve a process of communication between senior

staff and general staff. In this way both individual and organizational

needs might be met. There are a number of possible ways of administering

the proposed strategy to ensure communication between different categories

of staff. For example, heads of section may complete their evaluation

report after discussing each of its aspects with section staff. Alternatively

general staff and heads of section may complete their reports quite indepen-

dently and meet to discuss them at a later date. Furthermore the suggestion

1
During initial trialling it became evident that difficulties were experienced
by a small number of those completing the exercise due to overlap between
some of the outcomes. Further clarification in the definition of these out-
comes is required.
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Table 7.3 A Summary of the College Evaluation Report

Section or

Question No.

No, of items

Aspect of framework being evaluated

General category Specific element

Appendix 4

page no.

PART A: The management of staff development in the college

I ... (2) Processes managerial structures 1

II ... (2) Processes formulation of aims 2

allocation of resources

III ... (2) Processes evaluation procedures 2,3

dissemination of information

PART B: The effectiveness of the 1978 program

I ... (14) Outcomes benefits to staff members 4

benefits to college

benefits to system

II ... (1) Outcomes (Future) 5

III ... (1) Processes/Outcomes specific activities/ 5

specific benefits

PART C: The staff development program in the forthcoming year

I ... (1) Outcomes the values of aifferent 6

benefits to staff members,

college and system

II ... (5) Background factors needs of staff 6,7

needs of organization

III ... (15) Background factors systemwide, college 8

and staff characteristics

affecting participation

IV (i) (11) Processes specific strategies 9

(potential value of)

IV (ii) ... (1) Processes specific strategies 10

(future)

PART D: Priorities among possible outcomes

I ... (8) Outcomes benefits to individual 13

staff members (priorities

among ...)

II ... (11) Outcomes benefits to college 14

( priorities among ...)

III ... (6) Outcomes benefits to system 15

(priorities among ...)

IV ... (1) Outcomes benefits (overall 12

priorities among ...)
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has been made already that staff development committees could utilize

information provided by heads of section before completing their reports.

Due to the time and resources available a restricted trial of the
strategy was conducted. This is discussed in detail in Chapter 8 of this

report, but briefly, teachers completed their evaluation report independently

of the head of section and the heads of section completed their reports

after only a little interaction with their section staff. However the staff

development committees generally had access to the heads of section

evaluation reports before commenting about the college staff development

program. This w( I represent only a minimal implementation of the proposed

strategy, with little assistance offered to the individual staff member and

no continuing support provided to ensure its more formative aspects.

Other Related Instruments

It is useful to obtain information about the staff development program from

as many different categories of college staff as possible. This leads to

greater validity in judging the overall effectiveness of the program.

The instruments which have been developed may be modified to obtain most

of this information. Three such instruments were designed. One was

relevant for part-time teachers, the second for principals and the third

for staff development officers. Each will be briefly commented upon.
1

The Part-time Teacher's Evaluation Report

Details of the full-time teacher's evaluation report have already been given.

Since few part-time teaching staff had attended activities as indicated by

the preliminary phase of the study, a very much abbreviated form of that

report was developed.

Three questions appeared important:

(a) What are the important areas of competency for a part-cime

teacher to be effective in his or her job?

(b) To what extent does a part-time TAFE teacher require assistance

in further developing each of these areas of competency?

(c) What are the factors which most restrict the attendance of part-

time staff at staff development activities?

1

These instruments are contained in Appendices 5-8.
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The items used to examine these questions were identical to those used in

the full-time teachers evaluation report. This report is included in

Appendix S.

The Principal's Evaluation Report

Principals, like staff development committees, are in a unique position in

the college structure in that they have a broad overview of the program:

They could therefore be expected to comment upon many of the issues raised

in the College Evaluation Report. In the present study it was decided to

limit the extent of information sought from principals and to focus more

on those aspects of the program which directly affected. them. This leadto

an evaluation report which had the following five purposes:

(a) to identify the important staff development needs of the principal;

(b) to identify the important development needs of the college;

(c) to indicate the background factors which restrict the principal's

participation in the program;

(d) to summarize the staff development activities attended by the

principal over the previous 12 months;

(e) to estimate the overall effectiveness of the above staff development

activities.

This resulted in a short questionnaire which incorporated questions asked

in the full-time teachers and heads of section evaluation reports. Only minor

modifications were necessary and this evaluation report is reproduced in

Appendix 6.

The Staff Development Officers Report

Staff development officers, like staff development committees, have an overview

of the staff development program in the college. One could reasonably expect

them to be able to evaluate the many facets of the program in the three major

reports described above. In so doing they would provide another source of

evidence useful in judging the worth of the program. Rather than ask them

to give their views :bout each of the specific elements which comprise the

evaluative framework, it was decided to focus upon their perceptions of the

staff and organizational needs of their college. An evaluation report was

designed to provide the following information:

.
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(a) the importance of each of a number of competencies for particular

groups of staff members to be effective in their job;

(b) the extent to which particular groups of staff members require

assistance in further developing those competencies;

(c) the importance of each of a number of organizational processes

for the effective running of a section or college;

(d) the extent to which particular organizational processes require

further development in a section or the college in general.

Information about four categories of staff was sought. Three were the

full-time teachers, the part-time teachers and the senior staff of the

college. Instruments relevant to the important staff development needs of

each of these groups have already been described. A fourth category of

staff member was the staff development officer. It will be recalled that

in Chapter 6 12 areas of expertise were proposed that relate to the role

of a staff development officer in colleges of technical and further education.

These 12 areas served as a basis for this aspect of the report and a format

similar to that adopted for the evaluation of the needs of other staff was

used. The staff development officer's perceptions of the important

organizational needs of sections and college were obtained using similar

instruments to those found in the Head of Section Evaluation Report.

This evaluation report is included in Appendix 7.
1

A Summary of the Proposed Evaluation Reports

The overall strategy employed for the evaluation of the college staff

development program focused on six sources of information.

College personnel in charge of staff development, such as a staff

development committee, were asked to provide two sorts of information.

Firstly, they were asked to indicate what they saw as the most important

benefits for their colleges and staff that could be derived from the staff

development program. This information could be used to used to define the

1
An alternative report was designed for assessing both the important staff
development needs of these officers and also background factors that
restrict staff participation in the program. This report was trialled
with all education services officers in the Victorian Technical Schools
Division at the request of that Division. It is included in Appendix 8.
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major goals of their program, and hence provide a suitable frame of reference

for its evaluation. Secondly, they were asked to answer a series of

questions which served three functions: (a) to raise key issues in regard

to the formal administration of the staff development program in their

college; (b) to give an overall estimation of the effectiveness of the

staff development program across the college; (c) to indicate both the

needs of the college and constraints operative on the staff development

program as a means of future planning. Information relevant to these

latter two functions was obtained from reports completed by heads of

section.

Heads of section were asked to complete two major tasks. Firstly, they

were asked to indicate what were their needs, the needs of both their full-

time and part-time teaching staff and then the needs of their section and

college. Secondly, they were asked to produce: (a) a listing of staff

development activities staff had attended over the last 12 months; (b) an

estimate of the effectiveness of the total program, comorisiog these

activities, in regard to a particular set of possitle outcomes; (c) an

assessment of the major constraining and facilitating factors operative on

the college staff development program.

Full-time teaching staff were asked to complete their own evaluation

report. This report comprised two parts described above, except that teachers

assessed only their own needs, and not those of their section or college.

Part-time teaching staff were requested to complete a shortened version of

the full-time teachers' report.

Principals were asked to complete a form similar to that done by the

teaching staff, except that the principal also assessed the needs of the

college.

Staff development officers provided two sets of information. Firstly,

they determined what were their important needs in the area of staff

development. Secondly, they indicated what they saw as the most important

needs of college staff and the college as a whole.

The information contained in the evaluation reports from each of these

categories of staff is summarized in Table 7.4.
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Table 7.4 A Summary of the Information Provided by Different Groups of
Staff in a College-based Evaluation of Staff Development

Source of Information

Element of

Framework being

Evaluated

r.>
%...i>0., 00
0.) ......4- c.., I-0

m O.....4- 0..., 0 CC

Y0 0.-1 10.10 0
..-oo0 ,-.. (0L.>0- 4J

E
......

I

4-
CO0.

I...1

0
0.).f.,
to0..

.45

0.0)
CK

Full-time

Teachers Evalua-

tion Report

Heads of

Section Evalua-

tion Report

College

Evaluation

Report

Background Factors

factors affecting

participation A -IV A-IV C-411 V I

needs of fit teachers B -1 B-II C-II II

needs of pit teachers B-III 11
III II

needs of senior staff B-I " I

needs of staff devt. off. " IV

needs of section B-IV tt
V

needs of college B-V " I II

factors affecting intro-

duction of ideas gained A -V
(i),(ii)

A-V(i),(ii) VI

Processes

policy formulating

processes A -I,II,III

staff development strategies

- past A -I,III A-I,III

- future B-411 B-VI

lutcomes

estimates A-II,.
) .. ii)

A-II(i),(ii) B -I,II
,

confidence of estimates A-VI

priorities among outcomes B-II C-1, D-4-41,

III

IV

Key: A, B, C, D, refer to part of report, e.g. Part A.

I, II, III, IV, V, VI refer to section or question number of report, e.g. Section I.

For example: A-IV refers to Part A, Section IV.



CHAPTER 8

COLLEGE BASED EVALUATION OF STAFF DEVELOPMEN1 - A TRIAL

An important feature of developing an evaluative methodology is to test the

methodology in a typical situation. The prime purpose of this trial is to

validate the overall strategy and associated instruments, and where necessary

make modifications. In the present study this meant testing the methodology

which had been developed in a number of colleges of technical and further

education. At this point a clear distinction needs to b. made. A trial

run of an evaluative methodology cannot be construed as a definitive evalua-

tion study. Data derived from such a trial is primarily intended as a basis

for establishing the appropriateness of the methodology. It should not be

used for making definitive judgments about the program upon which the

methodology is being tested. That is, it may be misleading to base judgments

about the effectiveness of the program solely on data generated during a

trial of the strategy and associated instruments described in the previous

Chapters.

In choosing a trial sample we had a number of options. One option was

to draw a representative sample which was statistically sound. For example,

a two-stage sampling procedure of the following sort may have been employed:

1 a sample of colleges, initially stratified according to size, and

then chosen with a probability proportional to the number of staff

employed in each;

2 a.sample of staff randomly selected from each of the colleges chosen

in 1.

This two-stage probability sampling procedure would provide a target sample

of colleges and staff which would be representative of the entire group of

colleges and staff in each system. For the major part of this present study

we did not employ such a strict sampling procedure. However in one small

aspect of the study, an examination of teachers' views of industrial

leave as a staff development strategy, we did employ a two-stage sampling

procedure. This is reported in detail in the final chapter.

An alternative approach would be to place less emphasis upon creating

A statistically representative sample of colleges and staff. Rather a

sample of colleges could be drawn based on a variety of criteria. This was
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the procedure adopted in the present study. Colleges were selected which

encompassed a diversity of teaching interests and which had expressed an

interest in the development of a methodology for staff development

evaluation. The importance of this criterion should not be underestimated

and a considerable amount of time prior to sample selection was spent

discussing the project with colleges. A further basis used for selection

was the inclusion of a group of rural colleges - for practical purposes it

was necessary for these to be in the same geographic region. Hence the

sample war cLrefully chosen to provide an appropriate trial of the evaluation

methodology.

A description of the sample for each system follows.

A Sample of Colleges and Staff in the Department of Further Education

A sample of 12 colleges of the Department of Further Education was selected

an the criteria described above. It was felt that this number of colleges

was within the available resources of the study. Nine colleges were within

the Adelaide metropolitan area and the remaining three colleges outside

that area were within 350 kilometres of Adelaide.

Most Department of Further Education colleges are made up of schools

which specialize in different areas of teaching. Table 8.1 contains a

description of the sample in regard to the types of schools represented

in seven of the colleges selected. A further five colleges sampled did not

possess a school structure due to the relatively small size of their student

enrolment. However two of these were divided into major General Studies/

Technical Studies divisions.

The selection of staff within these eolleg'.s was dependent upon the

resources made available by the colleges and those of the researchers.

Ideally it was expected that all principals, heads of school and full-time

teaching staff would complete evaluation reports. In addition those personnel

resparvAble ler the college staff development program, such as staff develop-

ment committees, would complete a College Evaluation Report. That meant there

were four target groups of staff in the sample. A fifth possible group, the

part-time teaching staff, were surveyed in a different aspect of the study.
1

The staff sample will now be described.

1
At the time of sampling for a trial of the methodology, resources were
not available to include part-time teaching staff.

7!)
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Table 8.1 Schools Represented in the DFE College Sample

Type of school
Number represented

School of Automotive Engineering
1

School of Building
2

School of Business Studies
2

School of Dental Technology
1

School of Electrical EngineetinR
1

School of Electronic Engineering
1

School of General Studies
4

School of Graphic Arts

School of Hairdressing

School of Music
1

School of Plumbing
1

School of Technical Studies
3

School of Wool and Textiles
1

Total number of schools
21

College Staff Development Committee (or euivalent)

Within each of the 12 colleges in the sample a staff member or committee

was responsible for the operation of the staff development program. That

person or committee was requested to complete tne College Evaluation Repot.

Hoods of School (oreql.

There were 21 schools in nine colleges in the selected sample, and hence

21 heads of school were requested to answer the Head of Section Evaluation

Report. A further two colleges ',sera each organized in two major dimensions.

The teacher-in-charge of each was also requested to complete a Head of

Section Evaluation Report, as were three senior teachers in each of the

three remaining college which did not possess a school or division

structure. In all 28 senior staff members were asked to complete the Head

of Section Evaluation Report.

Full-time Teaching Staff

The sample of full-time teaching staff selected for the trial was dependent

upon, among other things, the extent of likely co-operation of college staff
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in completing the Tea,:hor's Evaluation Report. While an expressed interest

had been demonstrated by senior staff of each of the colleges selected,

several factors affected the response by staff in each of the colleges

concerned. For instance, one college staff had in the previous fortnight

undergone a similar survey and it was felt by the researchers that such

duplication would reduce the reliability of the information gathered.

The staff of three colleges were omitted from the sample of those partici-

pating in the trial of the Teacher's Evaluation Report for this or similar

reasons.

Nine colleges remained in which a trial of the Teacher's Evaluation

Report could be undertaken. In seven of these colleges all teaching staff

to whom the evaluz..on reports could be directed were included in the target

sample. In a further two colleges a subsample of the total college teaching

staff was surveyed. In these cases cognizance was taken of the capacity of

the college to co-operate. Factors limiting a college's ability to assist

in the study included a lack of time for either a head of section, or a staff

development officer, to give the report to the teacher concerned, assist the

teacher where necessary and collect the reports. A subsample of teachers

representing the various areas of teaching in the college was chosen by the

staff member in charge of staff development. In each instance this subsample

was one-third of the total college staff.

In this way a sample of 312 teachers was selected from a total of

approximately 450 teachers in nine colleges. In Table 8.2 the sample has

been described in terms of the three major areas of teaching in the Department

of Further Education: Business Studies, General Studies and Technical Studies.

Three points should be mentioned to assist interpretation of Table 8.2.

Technical Studies includes the Schools of Dental Technology, Itsirdressing,

Plumbing, Automotive Engineering, Graphic Arts, Electricit' ...id Electronic

Engineering, Building, Wool and Textiles and Technical 5 't-.',es. This

category of teaching area is therefore extremely broad. Secondly staff from

the three colleges without a school or division structure were included in

the category of General Studies. While this will be mainly true with the

present sample, there may have been a small number of teachers who could

have been better categorized in Business Studies. Finally in one college

only an incomplete record of the staff who had returned the reports was

available - hence the 'unsure' category.
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Table 8.2 .Proportion of Teachers in each of Business Studies, General
Studies and Technical Studies

Area of
teaching

Staff represented
(per cent)

Business Studies 9.3

General Studies 20.5

Technical Studies 68.2

Unsure 2.0

100.0

A Summary of the Department of Further Education Sample

Twelve colleges participated in a trial of the proposed evaluation .lethodology

for staff development. Three of these colleges provided only limited par-

ticipation. Table 8.3 summarizes the resulting sample.

Table 8.3 DFE Stole for the Trial of the Evaluation Methodology for
Staff Development

Target Number selected

Colleges: urban 9

rural 3

Staff development committees (or equivalent) 12

28Heads of school (or equivalent)

Full-time teaching staff

Principals

Staff development officersa

312

12

3

c

a Senior lecturers (staff development).
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Table 8.4 A Summary of the Types of Departments, According to Specialist
Field, in the Victorian Technical Schools Division Sample of
Colleges

Field of specialization
Number of departments
represented in sample

Science /Maths

Art and Design

Building

Business Studies

Engineering

Rural and Horticulture

Music

Industrial Studies

Personal Studies

General Studies

7

5

19

7

27

3

1

2

6

10

otal !moiler of departments 87

A Seigle of Colleges and Staff in the Victorian Technical Schools Division

The technic"' aly,, further education component of the Technical Schools

incltees multi-purpose colleges, mono-purpose colleges and technical

sehoocs. Zach type of institution was included in the sample design. It

was dew.ded to select two urban institutions from each of these three

catlries and three rural institutions, one of which was a technical college.

As a ,..sult six instituti,T;:ls in the sample were within the Melbourne metro-

politan viva and three were non-ait',:yepolitan and approximately 200 kilometres

from Melbourne. The selection nf: . *,.,se college_ and technical schools was

based on the criteria already deztribed in tne zailipling procedure for the

Department of Further Educatic cJIlege sample,

college has a number of Specialist dvartmetts, which range from

a size of two to about twelve full-time staff. Tale !,4 contains a

description of the types of departments in the selected sample of colleges

at.ii technical schools.
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From the nine colleges a s. If staff was selected. The s.aff

sample comprised four target gru - staff development committees (or

their equivalent), heads of iTn3a. at, full-time teaching staff and

principals. Where applicabi' ,/rceptions of education services

officers were also sought. AnuLner target group, the part-time teaching

staff, was surveyed in a different aspect of the study. A summary of the

staff sample for the Victorian Technical Schools Division trial of the

evaluation methodology is as follows.

Staff Development Committees (or their equivalent)

Within each of the nine colleges in the sample the staff member or committee

responsible for the operation of the program was requested to complete the

College Evaluation Report.

Head of Department

Eighty-seven teaching departments were identified in the sample of nine

colleges, each with a staff member in charge of its functioning. These 87

staff members were requested to answer the Head of Section Evaluation

Report.

Full-time Teaching Staff

A sample of teachers was selected from each college and technical school.

As already mentioned the size of each sample depended on the resources

available for the administration and collection of the teacher evaluation

reports. Furthermore not all teaching staff were eligible for selection.

Technical schools comprise three categories of staff: those who teach

solely in the TAFE component, those who teach solely in the secondary

compment and those who teach in both. For the purposes of this study all

staff who taught at least some of their allotment in the TAFE component

were elig:ble for inclusion in the sample. As a result some teachers

selected may have taught only an hour or two a week in TAPE-related courses.

In three institutions a sample of staff was selected by the education

services officer as being representative of tIle diversity of teaching

interests in the college.

In this way a total of 278 full-time teaching staff was selected.

Table 8.5 summarizes the full-time teaching sample according to the

teachers' field of specialization.



Table 8.5 The Sample of Full-time Teaching Staff of the Victorian
Technical Schools Division According to Specialist Teaching
Field (N=278)

Area of Specialization
Per cent of teachers

in this area

Maths/Science ,.2

Art and Design 6.8

Building 19.8

Business Studies 9.0

Engineering 28.8

Rural and Horticulture 3.2

Music .7

Paramedical

Industrial Services 1.4

Personal Services 12.2

General Studies 10.9

100.0

Principals

The principal of each of the ni%e c:lloges 'uded in the sample was

requested to complete a Principal'. ENAluat:m Report.

Staff Development Officers

Four of the colleges selected in liple possessed as education services

officer u:*k: 3 included the operation of the college staff development

program. .embers were asked to complete a Staff Development

Officer's Tie ier, ft:port.

A Say of the Victorian Technical Schools Division Sample

Nine colleges participated in the trial of the proposed evaluation

methodology for staff development. Table 8.6 summarizes the resulting

Technical Schools Division sample.
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Table 8.6 Technical Schools Division Sample for the Trial of the
Evaluation Methodology for Staff Development

Target Number selected

Colleges: urban

rural

Staff development committees (or equivalent)

Heads of department

Full-time teaching staff

Principals

Staff development officersa

6

3

9

87

278

9

4

a
education services officers

Administration of the Evaluation Instruments

Three major groups have been identified as central to the evaluation of a
college staff development program - staff development committees (or their

equivalent), heads of sections and general staff (in this case, full-time
teachers). A further two groups, principals and staff development officers,
also provide relevant information.

There was considerable diversity among colleges in both systems in

regard to the management of staff development. This meant there could not
be a uniform method of administering

evaluation instruments in the trial.
Each college had its own peculilri%ies and it was always the researchers'

intention to produce a flexibl cacAer than a rigid evaluation methodology.

To explore the effects of differences in the administration of the

instruments procedures in each Jlege were documented, and these are

summarized in Figures 8.1a and 8.1b.

.In Figures 8.1a and 8.1b the term 'meeting' is used. Meetings referred

to in this context were aimed at explaining in dbtail the relevant evaluation

reports and were not general discussions about the nverall strategy. - these

had already occurred. Generally these meetings lasted about an hour although

in a couple of instances they extended for two hours. We have not included

in the accompanying table statements such as 'Principals were to complete

Principal's Evaluation Report' r 'Heads of School were to complete Heads

'of Section Evaluation Report'. This is to be assumed unless otherwise

stated. In one instance the researchers met with the general teaching staff
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Collet 1 Meeting with Principal outlining evaluation strategy and all reports. Brief meeting

(about 20 minutes only) with Heads of School, followed by an extended meeting with

one Head of School. Heads of School to administer Teacher Evaluation Report.

Principal to complete College Evaluation Report. No staff development committee or

staff member in charge of it (apart from Principal).

College 2, Two meetings with Principal and Senior Teacher. Principal to complete College

(valuation Report. Senior Teacher to complete Head of Section [valuation Report and

administer Teacher Evaluation Reports. No staff development committee.

Collegel Meeting with Principal. Meeting with Principal, Heads of School and Senior Lecturer

(SD) who comprise the staff development committee. This committee to complete

College Evaluation Report. Senior Lecturer (SD) to 1,1. -1. representative sample

of teaching staff and administer leacher Evaluation N. it.

College 4 Principal absent. Two meetings with Heads of School. Meeting with staff develop

ment committee (representative of all staff) and Senior Lecturer (SD). Heads of

School to administer Teacher Evaluation Reports. Committee to complete College

[valuation Report.

College 5 Meetings with Principal, Hods of 'chool and Senior lecturer (SD). Heads of School

to administer Teacher Evaluat on Reports to a sample of teachers selected with a

probability proportional to the number of staff in each school. Senior Lecturer (SD)

and Principal to complete College Evaluation Report. No staff development committee.

College 6 Meeting with Senior Teacher only. Senior Teacher to distribute evaluation reports

to staff in charge of sections and general teaching staff; also to complete College

Evaluation Report. No staff development committee.

College I Two meetings with Principal and Senior Teacher. Senior Teacher to complete Head of

Section Evaluation Report and College Evaluation Report; also to administer Teacher

Evaluation Report. No staff development committee.

College 8 Meeting with Principal, Senior Teacher and staff. Senior Teacher to complete Head

of Section Evaluation Report and College Evaluation Report; also to administer

Teacher Evaluation Report. No staff development committee.

College 9 Meeting with Principal. Two meetings with staff member in charge of staff develop

ment. Meeting with Heads of School. Meeting with staff development committee.

Committee administered Teacher Evaluation Report and completed College Evaluation

Report.

College 10 Meeting with Principal. Meeting with staff member in charge of staff devele:.

program, who completed College Evaluation Report. Meeting with Heads of Scr_L.

No staff development committee and no administration of Teacher Evaluation Report.

College 11 Principal absent. Meeting with Heads of School including one who was also in

charge of staff development program, and completed College Evaluation Report. No

staff development committee and no administration of Teacher Evaluation Report.

College 12 Two meetings with Principal and staff member in charge of staff development. This

staff member completed college evaluation report and distributed Heads of Section

report to senior staff responsible for sections. No staff development committee

and no administration of Teacher Evaluation Report.

Figure 8.1a A Summary of the Methods of Administering the Trial of the
Evaluation Methodology in the South Australian Department

of Further Education
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College k Meeting with Vice-Principal. Meeting with Heads of Department and Education

Services Officer. Meeting with staff development committee. Committee to complete

College Evaluation Report and Education Services Officer to select a representative

staff sample and administer Teacher Evaluation Reports.

College 2 Meeting with Principal and staff member in charge of staff development, who was
responsible for completing the College Evaluation Report. Individual meetings with

Heads of Department who were responsible for the administration of the leachers

Evaluation Report. No staff development committee.

College 3 Meeting with Principal. Two meetings with Education Services Officer. Two group

meetings with Heads of Department. A random sample of teachers selected by

Education Services Officer and evaluation reports mailed to them from Australian

Council for Educational Research. Staff development committee temporarily
disbanded. Education Services Officer to complete College Evaluation Report.

College 4 Meeting with Principal, Heads of Department and staff member in charge of program.

This staff member was to complete the College Evaluation Report and administer the

Teachers Evaluation Report. No staff development committee.

College 5 Meeting with Heads of Department and Education Services Officer. Meeting with

staff development committee who were responsible for completing the College

Evaluation Report. Education Services Officer selected a representative sample of

teachers and, with the Heads of Department assistance, administered the Teachers

Evaluation Report.

College 6 Meeting with person in charge of program, staff development committee and Heads
of Department. Heads of Department administered Teacher Evaluation Report. Staff

development committee were to complete the College Evaluation Report.

Collage 7 Meeting with Vice-Principal. Meeting with Heads of Department. Two meetings with

staff development committee. Heads of Department to administer Teacher Evaluation

Report. Staff development committee to complete College Evaluation Report.

College 8 Meeting with Principal. Meeting with Education Services Officer. Individual

meetings with Heads of Department who were to administer Teacher Evaluation Report.

Education Services Officer to complete College Evaluation Report. N6 staff develop-.
ment committee.

College 9 Meeting with Principal and staff member in charge of program. Meeting with Heads
of Department. Staff member in charge of program to complete College Evaluation

Report and to assist Heads of Department administer Teacher Evaluation Report.

No staff development committee.

Figure 8.1b A Summary of the Methods of Administering the Trial of the
Evaluation Methodology in the Victorian Technical Schools
Division Sample
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to discuss the Teachers Evaluation Report. In general the head of section

was expected to discuss these reports with his or her staff when administering

them.

The Part -time Teacher Sample

At the time of sampling for the trial of the proposed methodology, resources

were not available to enable the inclusion of part-time teaching staff.

Subsequently, however, a small sample of part-time teachers from the Victorian

Technical Schools Division and the South Australian Department of Further

Education was selected in order to provide a trial of the Part-time Teachers

Evaluation Report. Staff lists of part-time teachers were obtained from

three colleges in each system, and from these lists a sample of 323 part-

time teachers was selected. This represents 61.5 per cent of the total

number of part-time teaching staff employed by the six colleges at the time

of the trial. All colleges represented in the sample were from metro-

politan areas.

The selected part-time teacher sample for each system is summarized

in Tables 8.7 and 8.8. This is done in a manner simi'ar to that summarizing

the full-time teacher sample described earlier, i.e. in terms of 'fields of

teaching' for the Victorian Technical Schools Division sample and 'major

areas of teaching' for the South Australian Department of Further Education.

The South Australian sample requires some amplification. Staff comprising

the Technical Studies major area of teaching were drawn from three schools

in two colleges - School of Electrical Engineering, School of Electronic

Engineering and School of Technical Studies. Similarly in the case of

teachers from the General Studies major area of teaching, three schools in

two colleges were represented - School of Art and Craft, School of General

Studies and School of Matriculation Studies. Teachers involved in the

Business Studies area of teaching were drawn from only one college.

The procedure adopted for this trial was to mail to the target sample

a copy of the evaluation report together with an explanatory letter. The

staff were requested to complete the evaluation report and return it in a

stamped, self-addressed envelope. An initial follow-up letter was sent to

those who had not returned the evaluation report within two weeks of them

being received. In the case of those staff who still did not reply within
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Table 8.7 The Sample of Part-time Teachin$ Staff of the Victorian
Technical Schools Division Accorains to Specialist Teaching
MD (N 133)

Area of specialization Per cent of teachers
in this area

Maths /Science

Art and Design

Building

Business Studies

Engineering

Rural and Horticulture

Music

Paramedical

Industrial Services

Personal Services

General Studies

2.3

3,0

0.7

40.6

2.3

13.5

37.6

100.0

a further two weeks, a second follow-up letter was sent; included with this
letter was a spare copy of the report. Each of these letters are included
in Appendix 5.

Table 8.8 Per cent of Part-time Teachers in Each of Business Studies,
General Studies and Technical Studies (N = 190)

Ik

Area of
teaching

Business Studies

General Studies

Technical Studies

Number represented
(per cent)

5.3

63.1

31.6

100.0
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This concludes a description of u sample of part-time touchers, and

the survey procedures adopted, which provided the hails for a trial or the

Part-time Teachers Evaluation Report.

Processing the Evaluative Data - quggested Analyses

An evaluation strategy for staff development has boon proposed that consists

of two phases - a descriptive phase and a judgmental phase. The detailed

examination of the rationale and operations of the program in Australian

technical and further education in earlier chapters is an important, component

of the descriptive phase. Another is the collection of data and that has

been the concern of the previous section. The descriptive phase also focuses

upon the relationships between each of the clusters of elements which define

the evaluative framework and about which data have been collected. This

aspect of the descriptive phase will now be examined.

In Chapter 5 it was noted that there were three major types of relation-

ships which guide the processing of f-.aluative data. These relationships

were:

1 the congruence between intended background factors, processes and

outcomes and the observed background factors, processes and outcomes;

2 the logical contingency between the intended background factors,

processes and outcomes;

3 the empirical contingency between the observed background factors,

processes and outcomes.

It would be useful to consider a number of examples of how data may

be processed in each of these three ways.

Congruence Between Elements

There are two approaches to examining the congruence between elements. The

first is to compare what is intended or expected with what is observed. The

second is to compare the extent of congruence between a number of perspectives

on the same issue. Each will be discussed in turn.

A major source of information about what is intended at the system

level is found in eaLA system's policy statement. In particular these

define policies about funding arrangements, attendance regulations,

evaluation 'nd accountability. One such policy which has been mentioned

in the description of the Victorian Technical Schools Division program is

182 1 91



the requirement of itiatitutiona to complete half-yearly accountability/

evaluation reoor s. Another in the requirement of the South Australian

Department Of turther lidueatton that ouch Ile° ..,,inger has responsibility

for the continuing professional development 0, or nor colleagues.

Information can he collected about each of thclo ,ree 3ystem-related

background cherscteristios. For example, in the 11 A instance it wio

indicated In Chapter 4 that a small number of colleges and technical

schools failed to complete an accountability statement by the due date.

In regard to the latter, evidence upon this issue could be obtained from

the beads of Section Evaluation Report which asks whether heads of section

think that understanding the strategies of stuff development, Including the

establisfiment of needs and priorities, is important for them to bu offuLtive

in their job. Indirect evidence might be obtained from a staff developlont

officer's perceptions of whether heads of section require increased s' 'ls

in this area and from teachers who are asked to indicate whether Je, nt

assistance is given to them in analysing their staff development ne

An illustration of congruence between intended and observed nrc

is given in the types of staff development strategies proposed by Victorian

TAR institutions and then disclosed in their accountability /evaluation

statements. Table 4.12 in Chanter 4 is a typical example of Ow .( -opt

of congruence between processes,

One can also consider the congruence between different perspectives

on the same issue. Factors affecting staff participation in the program

are commented upon in detail by both teachers and heads of section. To

what extent are these views the same? A similar question can be raised in

regard to the effectiveness of the program. Teachers, heads of sections

and staff development committees (or their equivalent) have the opportunity

to express their own views about the effectiveness of the program.

Consistently we have made the point that an underlying purpose of the

proposed evalUation strategy is to create a communication process within a

defined conceptual framework. Therefore one would expect a college-based

discussion of any resulting incongruence between perspectives to be a major

form of processing the data. One may also wish to treat the data more

quantitatively, and two simple procedures are suggested below.

Consider the congruence between factors restricting attendance at

staff development activities. A suggested means of analysis to examine

whether the perceptions of each of the relevant groups differ is as follows.
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A four-point scale was used for respondents to indicate the extent to

which each factor restricts attendance. These were 'considerable',

'moderate', 'slight' and 'nil'. It would seem appropriate to reduce the

scale to a dichotomous measure by combining the 'considerable' and

'moderate' scores and the 'slight' and 'nil' scores and then calculating

the percentage respondents in each of the resulting categories. Table 8.9

gives a set of hypothetical data for teachers and heads of section for a

hypothetical college.1

The question arises as to how much difference between each perspective

on a particular factor is reasonable to accept before one argues that

incongruity exists. This is a subjective decision although one could expect

that ;n the case of the fourth item, for example, the small amount of

difference between the views of teachers and heads of section would be of

little consequence. This is particularly true in comparison to the amount

of difference of opinion existing within the teaching group. On the other

hand the large differences in the third and fifth items might well provide

a basis for extensive discussion between both groups of staff.

One may also wish to test the statistical significance of the

differences between each set of perceptions. Oppenheim (1973) suggests a

very simple method of testing the statistical significance of differences

between percentages provided the sample size of each group is known. In

the above example there would be a statistically significant difference

at the 0.05 level between the perceptions of heads of section and teachers

in items 3 and 5. There would not be a significant difference at this level

of significance fur any of the remaining items.
2

1
In the current chapter contrived but realistic data is used as a basis for
examining particular approaches to the processing of evaluative information.

2 The danger of using notions of statistical significance in college-based
evaluation is in the arbitrary nature of the level of significance which
is accepted, and which therefore affects the cut-off point between a
significant difference and one which is not. Elsewhere we have examined
in some detail this issue (Ainley and Fordham, 1979) and for the moment
only wish to point out that the typical selection of the five per cent,
and to a lesser extent one per cent, levels of significance has been done
on the grounds that it guards against accepting false hypotheses as true.
In so doing true relationships may be rejected. This may be quite

detrimental to the program being evaluated.
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Table 8.9 The Percentage of Teachers and Heads of Section Indicating
the Effects of Various Factors upon Staff Participation:
Sample Results

Factors

1 Cost (e.g. for travel and
registration)

2 Domestic and/or personal
responsibilities

3 Insufficient assistance in
helping staff be aware of
their own needs

4 Reluctance to break continuity
of teaching program

5 Inappropriat times during which
activities are planned, e.g.
weekends

% of respondents indicating that
factor is of either considerable

or moderate importance

Full-time teachers Heads of Section
(N = 100) (N = 20)

32.0 40.0

52.0 62.0

84.0 57.0

58.0 60.0

57.0 30.0

A second approach to examining congruence is based upon profile

similarity. Table 8.10 provides a set of hypothetical data concerning the

effectiveness of the program as perceived by teachers, heads of section and

a staff development committee. In this case group mean scores have been

given, although median values would also be appropriate.

It is useful to construct a profile
1
for each group from these scores,

and this is done in Figure 8.2. As in the approach described above, much

can be gained by simply inspecting the profiles item by item. If however

one is concerned with overall effectiveness there are two measures of profile

similarity which are appropriate - the product moment correlation (r) and

the distance measuie (D).

The product moment correlation focuses upon the shape of each profile.

It measures tne extent to which two profiles possess the same overall shape.

1
This technique has been used extensively by K. Piper in his report
Curriculum Style and Social Learning (Piper, 1978) and we thank him
for his assistance in this regard.

185



Table 8.10 Program Effectivenessa in regard to 14 Evaluative Criteria as
Perceived by Teachers, Heads of Section and Staff Develo 'ant
Committee

Program outcomes
b

Staff
Full-time Heads of development
teachers Section committee
(N = 100) (N = 20) (N - 1)c

1 Increased your confidence in
dealing with students

2 Improved your teaching performance

3 Introduction of new teaching
procedures into your lessons

4 Changes in the content of
courses taught in response to
modern business and industry
practices

5 Development of a team work
approach to reaching the goals
of the department or college

6 Increased your awareness of the
future needs of industry and
commerce

7 Increased knowledge of concepts
and skills related to your
teaching

8 Increased your satisfaction in
teaching

9 Gave you a greater understanding
of the total work of the college

10 Increased your adaptability to
future organizational changes

11 Prepared you for future positions
of responsibility

12 Increased your commitment to the
educational goals of the
department or college

13 Improved your consultative
contribution to outside
organizations

14 LeLa to the exchange of
information about courses,
etc., between colleges of
future education

1.4 1.7 1.7

2.2 1.9 1.5

2.1 2.0 1.9

2.5 2.2 2.2

1.2 1.8 1.8

2.2 1.9 1.7

2.6 2.2 2.3

1.9 1.4 1.2

0.5 0.8 1.0

1.1 1.4 1.4

0.6 1.4 1.3

1.2 1.6 2.0

1.0 1.0 1.0

1.9 1.2 1.2

a
Effect Scale: 0 (Nil) - 3 (Considerable).

b As expressed in the Evaluation Report for Full-time Teachers.

c The scores attributed to the staff development committee reflect an average
opinion of the Committee members.
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The more similar tha profiles are the closer the correlation coefficient

will ho to unity (r = 1.0). The more dissimilar they are the correlation

coefficient approaches zero (r = 0.0). FinOly an inverse relationship

between the scores of one group and those of the other will result in a

negative correlation. The correlational Ivrocedure does not allow a

comparison between all three profiles at once hut,in the above case, we can

measure the extent to which the three profiles are similar, taken two at a

time. The resulting correlations are as follows:

=(a) r
teacher-head of section

0.77

=(b) r
teacher-staff development committee

0.61

(c) rhead of ection--staff development committee

3.0

2.5

2.0

0
/,

0

.11
1.5

0

Fulltime Teachers

Heads of Section

Staff Development Committee

1.0

:

0.5

1 2 3 4 5 6 7 8 9 10 11 12 13 14

Possible Outcome (reference number)

Figure 8.2 Profiles of Teachers, Heads of Section and a Staff Development
Committee's Perceptions of the Effectiveness of a Staff
Development Program
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Therefore one can say that there is on extremely high degree of similarity

between the perceptions of heads of section and the staff development

committee in regard to overall program eHectiveness. This indicated

by the correlation between the perceptions of both those groups of staff

(r = 0.90). The similarity between the perceptions or teachers and their

heads of suction Is slightly less (r = 0.77) and the least similarity is

between those of teachers and the staff development committee (r = 0.61).

There are two further characteristics of the above profiles which are

of interest. The f.rst is the amount or level of effect and is represented

by the mean scores characterize the profiles. Even if profile shapes

are highly similar one profile may exhibit a high level of effect and the

other a much lower level. For this reason a measure of profile level is

important for interpretation of profiles. The second characteristic of

the profile worth considering is the extent to which the mean scores of a

particular profile diverge from the profile average. This is known as

dispersion or scatter.

A measure of profi!.! similarity which combines shape, disFersion and

level characteristics of individual profiles is described by Nunnally

(1967) and is known as the distance measure D. In the present example the

greater the D measure the greater the difference between the effectiveness

of the program as perceived by each of the above groups in relation to the

outcomes listed. The smaller the D measure the smaller is this difference.

Figure 8.3 illustrates the two measures of profile similarity and the

independence of each.

The calculation of D measures is not difficult. From Nunnally (1967)

we can define the distance D between two points corresponding to two group

profiles as equal to the square root of the sum of squared differences on

the profile variables. This is done, in full, for one set of the scores

in Table 8.11.

By this means one can calculate the three D measures for the set of

profiles in the present example. The resultant D values are:

= 1.62(a) D
teacher-head of section

(b) D
teacher-staff development committee

= 1.84

(c) D
head of section-staff development committee

= 0.69
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By calculating both r values and 0 measures we have a simple moans of comparing

profiles of data gathered from different groups of individuals. Two points
should be noted. Such comparisons can only be made within the same sets of

profile variables and not between different sots of profile variables.

Secondly, the D measure is suited to only comparative purposes and cannot
he related to any absolute standards,

in summary the evaluator can examine the congruence between intended

and observed elements which comprise an evaluative framewLrk, This can

t

4 4
Effect 3 Effect 3-
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Effect 3

2

1
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Figure 8.3 A Representation of r values and D measures for Four
Litpothetical Sets of Profiles
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Table H.11 The Calculation of the D Measure for n Set or Profile Variables
Derived from the Perceptions of Teachers and Heads of Section

Profile variables
Full-time Heads of
teachers school

X

(X-Y) (X-Y)'

Increased your confidence In dealing
with students

Improved your teaching performance

Introduction of new teaching
procedures into your lessons

Changes in the content of courses
taught in response to modern
business and industry practices

Development of a team work approach
to reaching the goals of the
department or college

Increased your awareness of the future
needs of industry and commerce

Increased knowledge of concepts and
skills related to your teaching

Increased your satisfaction in teaching

Gave you a greater understanding of the
total work of the cdllege

Increased lour adaptability to future
organiiplional changes

Prepared you for future positions of
responsibility

Increased your commitment to the
educational goals of the department
or college

Improved your consultative contribution
to outside organizations

Lead to the exchange of in'ormation
about courses, etc., between colleges
of further education

1.4 1.7 -0.3 0.09

2.2 1.9 -0.3 0.09

2.1 2.0 0.1 0.01

2.5 2.2 0.3 0.09

1.2 1.8 -0.6 0.36

2.2 1.9 0.3 0.09

2.6 2.2 0.4 0.16

1.9 1.4 0.5 0.25

0.5 0.8 -0.3 0.09

1.1 1.4 -0.3 0.09

0.6 1.4 -0.8 0,64

1.2 1.6 -0.4 0.16

1.0 1.0 0 0.00

1.9 1.2 0.07 0.49

02
E(X -Y)2 = 2.61

D = 1.62

1
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sometimos be done adequately at
tr purely descriptive level without resort

to statistical procedures. However when ono is concerned with sets of
variables then It may be useful to examine variable profiles and their

properties of shape, level and dispersion, This approach is particularly
suited to assessing the congruence between different groups or staff In

their perceptions of a sot of variables. Appropriate measures for these
purposes include the product-moment correlation and the D measure. A
technique for testing the statistical significancy of percentage differences,

as they relate to different groups of staff, has boon included, togothnr

with a cautionary note concerning its use.

Describing Contingencies

Examining the relationships between background factors, processes and program
outcomes is central to the descriptive phase of an evaluation. These

relationships may be either intended or observed.

Part III of the College Evaluation Report provides an excellent basis

for studying the logical contingency inlw.rent in the operation of the college

staff development program (Appendix 4(6-9). Information sought in this
section of the report relates to the college's forthcoming program and can
be summarized as follows:

Background factors

A Current needs of staff
and organization DIP

B Factors affecting
operation of program
[III]

Processes Outcomes

C Specific staff
development
strategies of
most use (IV[i],
IV[ii])

D Outcomes of most
value [1]

In order to assess the logical contingency between each of these general

categories of elements one would look for clear relationships between each
group. For instance a college evaluation report may include the following

information relevant to each of the above sets of elements.

1
The numbers in parenthesis refer to the relevant section of Part C of
the College Evaluation Report.
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litickusund factors

A Skills in curriculum
development
Knowledge of modern
developments in commerce

and Industry
Participation of
sectional staff In
curricula etc.

II No provisions for staff
replacements over long
poriods or time

Processes hut cost

SInm1 term visits
to industry
Short courses in
curriculum
development
Sectional
curricular meetings

it Changes in content
Of COOrti05 taught
in response to the
needs of industry
and commolw

In the above example one could argue that there is a logical consistency

In the choice of staff development strategies. They are consistent with the

current needs of the stuff and organization and the constraining influence

of staffing replacement. They are also consistent with the expected outcome

of the program.

In contrast the omission of sectional meetings to discuss proposed

curricular changes could result in requisite curricular skills and an up-

to-date knowledge of industry and commerce being developed but not channelled

into the teaching of new courses. This oversight would be an example of a

lack of logical contingency between elements. Others would include the

failure to examine the need for improving curricular skills amongst staff

or proposing staff development strategies that are either inconsistent with

system/college characteristics (e.g. industrial leave) or the intended

outcome (e.g. courses in teaching methodology).

An examination of empirical contingency can be done in a similar manner

except that information needs to be collected over, or at least relevant to,

different points of time. Ideally a longitudinal evaluation study is implied

similar to the time sequence timel and time2 in Figure 8.2. This would

enable relationships between background factors at time 1 , outcomes at time
2

and strategies implemented during the intervening period to be explored

some time after time2.

Of special interest might be the relevance of particular staff develop-

ment strategies to particular program outcomes. In a college-based

evaluation one could ask teachers who attended specific activities, or a

sample of those teachers, to estimate their effectiveness in terms of the

evaluative criteria established for the program. Profiles similar to those

observed in the previous section would provide an adequatc means of

2I J
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roprosonting their rolativo offoctivonoss, This would facilitato a build-

up of knowlodgo ahold Phu potential offoctivonoss of VilrioIN stratogies
mid assist planning futuro programs. liolationships hotwoon background

fact,ira and hoth processes and outcomos could ho similarly oxplorod, For

oxtimplo ono could group teachers according to Glair sporialist toaching

Hold and participation in curtain activitios. Estimalos ol' offoctivonoss

could Chun ho mado for each of thoso groups luisod upon tho rosultant

profilos, In this way tho intoraction of staff ch4Vaavritities, ItEntogioti

and OUtCOMOS can ho oxaminod.

Thu uso of profilos mid sauouiros of prollio similarity would soom n

simple and offoctivo moans of oxamining ompirical contingonclos hotwoon

sots of olemonts in the proposod ovalontivo framowork. Thoy would cortalnly

provido a sound basis for discussion about this aspoct of the staff dovolop-

ment program,

Judging the Effectiveness of a Collogo Program

Judgment constitutes the second phase of the ovaluativo process. We have

recognized in Chapter 5 that judgments must be made in regard to background

factors, processes and outcomes. When evaluating programs one is generally

more interested in judging its effectiveness in terms of a set of possible

outcomes. However judgments about background factors and processes form

an integral part of the methodology which is suggested for the evaluation

of staff development, For underlying the methodology is the assumption that

policies generated as a result of an evaluation are more appropriate if

data about each of these latter two categories of variables are taken into

account. That is these data possess more than explanatory value - they

provide a basis for sound decision-making. While this section discusses

the judgmental process in relation to outcomes and only brief mention is

made of its applications to background factors and processes, this does not

indicate a lack of relevance of associated procedures to each.

The bases on which judgments are made in staff development are not

clearly identifiable. Appeal to either relative or absolute standards as

a basis for examining evaluative data is generally not possible. However

two points already made are worth recalling. In Chapter 5 we noted that

central to the judgmental process is the attribution lies to elements.

In Chapter 7 we then noted that the amount of confident,, can place in

subjective estimations of elements is dependent upon the types of elements

193



being assessed. Therotoro the soggoslod methodology ioposos Hiroo

different factors that hifluonco tho ludgmonlol procos. lho Is the

estimr('0 of it particular olomonl oho111 1411I iii1 1 1 tolgisonl I t to 110 motto ; Ihu

secohd 14 hOW 1111101 reet141011C0 14 104C011 111 1ho firtlef=if011 Or that 1.,.11motti

and the third is the tilt 11111 of value 411401011 10 1110 010m011 voliCo1T100.

T1114 14 40011 111041 cloarly in lodging progrom 0 ffccl I vonoss whorti 111111111110

ova loot vu tilt ort a uxlst, ill (1141 Iii Rine,: 04Th cri o ri on will 1)(1 viii (101.1

to di 'Tering dogroos by both [host) port it ipal lug in lho otogrom and Ihoso

orgnI4ing the program, Also !he confidonco li1Ced 111 the reliability of

lho osthnatos mado of oach critorion will diffor according to tho typo of

Criter1011 effeet whIch i t hoing moosurod. Tho IntoroctIon of otsth of 111040

three constructs OCr043 WhOlo 1'1111A0 ei vrilorit1 14011111 ChitraC10040 011014

belief lit the 0110r1111 OC1'OOtiVonwi4 of the program.

111 the prepOSCUI M01110dOlogy a preCethlre will MIgg041ed which onahlos

those in charge of staff dovolopmont programs to systomatically describe

the extent to which they value flitch of a number of possible outcomes of

the program. This exorcise is described In Appendix 4 and only briefly

commented upon here. In the exercise staff development committees were

asked to rank and then weight a list of possible program outcomes so as

to indicate more precisely the relative importance of each. We noted

earlier than the weighting aspect of the exercise proved quite difficult

and wpuld suggest that for future use weighted priorities be expressed

simply within a range of 1 (of no importance) to 100 (of high importance).

A set of hypothetical data relevant to the exercise, using the

suggested modifications, is given in Table 8.12. The possible outcomes are

grouped according to whether in the exercise they were more closely related

to individual staff members, the college or the system in general. Included

in the table is a set of hypothetical estimates of the effect of the program

upon each of the possible outcomes as perceived by a staff development

committee. These mean scores are presented in the 'Effect' column.

A procedure was also designed that would assess the confidence with

which individuals could make estimates about each of the criterion measures.

This was included in the Heads of Section Evaluation Report. However it

is equally suitable for both staff development committees and general staff.

Hypothetical data relating to a staff development committees usage of this

instrument is also included in Table 8.10.
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'Wile 8.12 Prt0fille6 1(6.1 Oftal c16_ aflit_Cop(idelicts_ )li Judging 115,

o Program by a Staff Development Committee

ootcome

titaff member felaiod

Incroamed confidence pit

staff In deating with
students

improved teaching
performance of St411

1)11'I'ti01110 'a1 (111 INIWW10,4:0 .11

concepts and skIlls to 1411141
to their teaching

Increased adaptahiltty of
staff members to future
organirmtiona1 changes

Prepnrations of staff members
for future posItIon.i of
rusponsthflitL

Coll age rO kat od

Introduction of modern leaching
procedures Into the department

Changes of the content of
courses taught in response to
modern business and Industry
practices

Development of a team-work
approach to reaching the goals
of the department or college

Increased awareness of the
future needs of industry
and commerce

Increased job satisfaction
amongst staff

Greater understanding of the
total work of the college

Increased commitment of staff
to the educational goals of
the department or college

ftte t al

Pcioriti pfog I ,i4t NU I ttttt 1.410 t.:
1,

ttit Illil ii1110 illikilWo 11111M kit ustita4tcp

System related

Improved consultative
contribution of staff to
outside organizations

Lead to the exchange of
information about courses,
etc., between TAFE colleges

tIo lo2

MO 120 2.4

/o lot 2 2

100 1,4 1.111 1,!

40 1. S I .8

20 1,9 38 3.0

4U 2.2 88 1.0

100 1.8 180 2.2

70 1.7 119 2.6

40 1.2 48 2.1

60 1.0 60 2.0

100 2.0 200 1.8

80 1.0 80

60 1.2 72 1.8
a

Priority scale: 1 (of no importance) - 100 (of high importance)
Effect scale: 0 (nil) - 3 (considerable)

c Confidence scale: 1 (not at all confident) - 4 (highly confident)
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A 'utility' measure (wl Le employed to assess the effectiveness of a

program in terms of each criterion after taking into account the values

attributed to the criteria. In its simplest form it represents a multipli-

cative function of the effect score and the priority score. For example,

in the case of the data presented in Table 8.12 the utility score for the

outcome 'increased confidence of staff in dealing with students' would be

60 x 1.7 = 102. The sum total of all the utility scores would indicate the

overall effectiveness of the program in terms of the evaluative criteria

designated. This could then provide a basis for the relative effectiveness

of future programs by acting as a relative standard of comparison.

The most appropriate quantitative use of the confidence score is far

more difficult to discern. Again one could apply a multiplicative notion

in combining the confidence and utility scores. However such a procedure

would require considerable research to establish the most appropriate

weightings to attach to each measure so as to provide an overall indication

of the extent to which one believed the program was effective. For the

moment we would only suggest that each utility score and the overall

effectiveness score are interpreted within the context of the confidence

measure. This will enable a more balanced assessment of program effective-

ness than otherwise would have been possible without such measures.

In summary we would argle that there are three basic notions central

to the judgmental process: estimates of effects, confidence in estimates

and relative importance of effects. Each must be taken into account in some

systematic manner so as to provide a sound basis for future decision-making.

Procedures have been included in the methodology which facilitate their

treatment in a formal manner.

Further Analyses at the System Level

The methodology which has been outlined is primarily directed towards the

evaluation of college staff development programs. It may also be adapted

for an evaluation of an entire system's staff development program. The

three major target groups, staff development committees (or their equivalent),

heads of section and general staff, will be the major providers of data and

a sampling procedure may be designed so that not all members of these groups

need to be involved during the evaluation. The types of procedures already

suggested for the processing of data would be quite suitable. However with

the collection of large amounts of data it may be useful to apply other,
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somewhat more complex, statistical techniques for its analysis. This section
will briefly discuss several alternative methods for studying relationships

within the data and for making judgments about the program. Firstly though
some comments about sample design.

Sampling

The target populations which are of interest for a system-wide evaluation

have been identified as .:ollege program organizers (often staff development

committees), heads of section and general college staff. In terms of the

present discussion full-time teaching staff are the focus of attention

among the general college staff. Owing to practical constraints the system

evaluator is unlikely to be able to seek information from all members of

these target populations, even though he may wish to make generalizations

about each. Instead an incomplete coverage of the target populations may
be adopted. By use of appropriate sampling procedures valid system-wide

generalizations may still be made. Ross (1978) notes that there are certain

advantages in sampling from a desired population. These include reduced

costs, reduced requirements for highly trained personnel, greater reliability

of information gathered due to closer monitoring of the administration of

questionnaires, interviews etc. and finally increased efficiency in data
collection and processing.

In designing a sample for the system-wide evaluation of staff develop-

ment it is necessary to begin by defining each of the three target populations.

This may be quite difficult, as the following examples appropriate to the

Department of Further Education indicate:

(a) all staff development program organizers in DFE colleges at a

certain date;

(b) all heads of section in DFE colleges at the date specified in

(a) above;

(c) all full-time teaching staff in DFE colleges at the date specified

in (a) above.

In each target population there may be difficulties in definition. Some

college principals will have formally given responsibility of the program to

an individual or committee; in other cases the operation of the program may

be on an 'ad hoc' basis and run by a variety of disinterested staff. Heads

of school are found in only 12 of the 29 colleges - in the remaining colleges

the evaluator must decide the staff member responsible for the day-to-day
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operations of the teaching staff. The definition of head of section will

thus depend upon the judgment of the evaluator. In the present study for

example it was decided on the advice of the principal to consider one college,

without a school structure, as comprising two sections each with a staff mem-

ber responsible. The identification of the most appropriate level of college

organization to define as a section will require extensive deliberation prior

to future evaluation studies. It may also be necessary to clarify the term

full-time teaching staff to distinguish between (a) full-time teaching staff

whose duties are confined to TAFE activities and (b) full-time multi-sector

teachers whose duties may also include teaching advanced education courses.

Clearly there will be many problems of definition in regard to the target

populations for an evaluation study when dealing with colleges with different

organizational structures and purposes.

It is useful to differentiate between the desired target population

and the survey population. Apart from the obvious difficulties of staff

absences due to long-service leave, study leave etc. during the stipulated

period for the evaluation, other factors such as new appointments, resigna-

tions and staff transfer will affect the size of the survey population.

A contrived but realistic survey population for the Department of Further

Education is presented in Table 8.13.

The construction of a suitable sample design is, in part, dependent

upon the unit or units of analysis which will guide the processing of data.

Two units of analysis appear appropriate for the evaluation of staff

development. The entire college program might be considered at one level

of analysis, the unit in this case being the college. A second level of

analysis might be the individual teacher and focus upon the teacher's staff

development program. With this in mind a sampling procedure of the following

kind could be adopted in relation to each of the target populations.

College program organizers. Since there are only 28 college program

organizers information needs to be obtained from each to enable a college

level analysis, otherwise the number of 'cases' will limit possible analyses.

Heads of section. Heads of section provide information relevant to

the overall college program and to that of the individual teacher. Since

the numbers of heads of section are also small it would be preferable to

seek information from the entire survey population.
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Table 8.13 A Comparison Between Desired Target Populations and Survey
Populations for an Evaluation Study of Staff Development in
the Department of Further Education

Element
Number in Number in

desired population survey population

Program organizer 29 28

Head of section 50 46

Full-time teachers 1100 1000

Full-time teachers. Due to limited resources an attempt to collect

information from 1000 teachers may reduce the reliability of the data

collected. A sample of 400 or SOO teachers could however be within the

resources of the study. One can point out that a simple random sample of

about 400, regardless of the size of the total target population, can give

a standard error of a mean equal to five per cent of a standard deviation,

i.e. the range for the confidence interval for two standard errors is about

ten per cent. Therefore one could argue that a sample of between 400 and

SOO teachers provides a sound basis for subsequent analyses.

To ensure a coverage of teachers across all sections one might stratif

the survey population according to 'number of full-time teachers in section

Three strata could be used in the present example - Stratum I (1-6)
1

,

Stratum II (7-29), Stratum III (30+). Table 8.14 presents a set of data

which might be produced using the above stratification procedure.

Stratified proportionate sample designs are always at least as precise

as a simple random sample design which selects the same number of elements.

In situations such as the above where there are large variations between

strata with respect to the characteristic under examination we would expect

the stratified proportionate sample design to be a great deal more precise.

When considering the selection of elements within strata the system-

evaluator can employ the technique of implicit stratification combined

with systematic selection. In this technique the evaluator orders the

population within each stratum on a characteristic(s) which is related to

the criterion under examination or to what the researcher considers to be

an important demographic characteristic (or both). For example in Stratum

III in Table 8.14 we note that there are 637 population elements (teachers).

1
In this case Stratum I would consist of all those sections with between
1 and 6 full-time teachers.
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Table 8.14 A Proportionate Stratified Sample Design for Full-time Teachers
with a Sample Size Equal to 500

Stratum
Proportionate Rounded

Size samplea sample

I (1-6) 42 21 21

II (7-29) 321 160.5 161

III (30+) 637 318.5 319

Total 1000 500 501

a
Size of proportionate sample: Total number of teachers

in stratum Total sample

Total number of teachers
size

in survey population

Prior to selecting the sEaple of 319 elements one could arrange the 637

elements in a list which breaks the sample elements into groups according

to college, section, location etc. The hierachy in the use of these

categorization variables depends upon the research needs of the study.

A suggested hierarchy for the present example is given in Figure 8.4.

After the list has been constructed the evaluator can then employ a

systematic sampling technique based on a 'random start' and 'constant

interval' method. This technique has been described by Ross (1978).

Units of Analysis

Once the data have been collected the analyses could proceed at two levels -

the college level and the teacher level.

Consider the teacher as the unit of analysis. Some data derived from

both the College and Head of Section Evaluation Reports would be helpful in

analysing the operation of the staff development program as far as the

teacher is concerned. General characteristics of the college and section

could also provide a similar function and would need to be considered.

These data will be of two types.

Firstly, some of the data obtained from the College and Head of Section

Evaluation Reports may be usefully compared with that derived from the

teachers' reports. Emphasis in this instance would be upon the congruence
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Characteristic
1

Characteristic
2

a
Characteristic

3

b

, Section
1

- -

- College,, -:

- Teacher
1, 2, 1RURAL Section2 -.>

:

. Teacher
1, 2, 50

Elements listedc

Teacher
1, 1, 1

Teacher
1, 1, 40

URBAN<

'College
3

-Section
1

- - - - -->

College21,-

Colle ge

_Section
1

Section2

Teacher
3, 1, 1

Teacher
3, 1, 35

Teacher
2, 1, 1

Teacher
2, 1, 52

Teacher
2, 2, 1

Teacher
2, 2, 48

Teacher

,Section
4, 1, 1

-)
1

Teacher
4, 1, 32

Teacher
4, 2, 1

-Section
2

-)

Teacher
4, 2, 60

'Section-3 - - - - - ->
Teacher

3, 1

Teacher
4, 3, 50

a
Within each group colleges may be listed according to post-code.

b
Within each group sections may be listed in a random order.

c
Within each group teachers may be listed in alphabetical order.

Figure 8.4 A Framework for a Proportionate Sample of Teachers Clustered
According to Location, College and Section
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of perceptions about, for example, factors restricting attendance at staff

development activities or important staff development needs amongst teachers.

Secondly, some of the information obtained from these reports will not

have been sought from teachers but may be important in understanding a

teacher's staff development programs. The college program organizer's

comments on system-wide factors such as funding arrangement or the general

management of the college program would fit within this category. Another

might be the heads of section comments upon the functioning of the section

and college.

In either case the system evaluator would need to assign this information

to each teacher, so that the teacher data base included information derived

from his or her own head of section or college evaluation report. Computer

packages such as OSIRIS and SPSS, provide a means by which this disaggregation

of data may be done.
1

However the disaggregation of data from a higher level to a lower level

of analysis reduces the effective sample size of the teacher sample. This

is because the teachers are not randomly distributed across the entire

sample but are nested within clusters, these being sections and colleges.

This produces what is known as a design effect whereby the estimation of

population parameters cannot be based upon computational formulae assuming

simple random sampling procedures. We can compensate for this design effect

by estimating the effective sample size as follows:

Effective sample size =
Actual sample size

Deff

where Deff, the design effect, is equal to the ratio of the variance of the

sample mean for a complex sample to the variance of a simple random sample

of the same size (Kish, 1965). Ross (1978) suggests a technique for the

calculation of Deff values for a variety of sampling designs.

When considering the college as a unit of analysis the system evaluator

can aggregate the relevant teacher and head of section data to the college

1
The OSIRIS program has been designed by the Institute of Social Research
University of Michigan. For program details see OSIRIS users' manual

(Institute for Social Research, 1971). The SPSS programs (Nie et al.,
197-), developed by the University of Chicago, are also widely used in

the social sciences.
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level. In this case one would usually be dealing with mean teacher scores
on such variables as staff development needs and factors affecting their
participation in the program. Similar information provided by heads of
section would also be of use. As with the disaggregation of data, computer

programs facilitate the aggregation of data to the college level. The SPSS
program AGGREGATE provides a simple means of adding mean teacher or head of

section scores to the college files. It can also aggregate data about the

percentage of teachers/heads of section who respond to a particular category

of variable. In this latter instance an example might be helpful. It would

seem important when analysing the data at the college level to include

current staff development needs. The system-evaluator might be especially

interested in the number of staff members in a college who have indicated

that it is 'essential' for them to receive staff development assistance in
a certain area of their job. The SPSS program provides a facility which

enables the percentage of staff in the college to whom such assistance is

essential to be added to the college data file. Similarly the evaluator

may be interested in including in the college analyses the percentage of

staff who find that the cost of activities has 'nil' effect on their

participation in the program. Again the SPSS provides this facility.

This concludes a consideration of the units of analysis which are
relevant to a system-wide evaluation. The next section will examine how

system-wide data may be processed.

Suggested Analysis

The types of analyses suggested for college-based evaluation may also be

applied to a system-wide evaluation. System evaluators possibly also have

at their disposal resources that enable more sophisticated forms of

statistical analyses to be perfcrmcd. Several of these analyses will be

briefly discussed as they might apply to the present evaluation study.

Before this is done a comment upon criteria would be of some value. At

the current stage of the study the criteria used for the analyses are

individual items. No scales have been constructed nor composite variables
produced. Such developments could result from future research, either on

the present data base or on data derived from more strictly, controlled

sampling procedures.

The further analysis of congruence. Already procedures for constructing
profiles and assessing profile similarity have been discussed in relation

to college-based evaluation of staff development. It is possible to consider
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the notion of profile similarity in greater detail r-,ing a Q-factor analysis

technique.

Rummel (1970) in discussing factor analysis points out that any

phenomenon can be described along three dimensions. In considering the

data on the effectiveness of the program there are (1) the groups of

individuals whose perceptions have been obtained, (2) the outcome measures

which act as the evaluative criteria and (3) the point of time when effec-

tiveness Is assessed. In Rummel's terminology these correspond to 'entities',

'characteristics' and 'occasion'. Generally the correlation matrix used

as the basic input for factor analysis comprises correlations between pairs

of characteristics. This form of factor analysis is known as R-factor

analysis. Factor analysis may also be based upon the correlation matrix of

entities, and in this approach is referred to as Q-factor analysis.

Stephenson (1953) sums up the differences of technique quite clearly:

R-factor analysis - Tests are applied to a sample of persons and

the correlations between the tests are factored.

Q-factor analysis - Persons are applied to a sample of statements or
items, and the correlations between person arrays
are factored.

In the current study the system evaluator is concerned with testing the

similarities of profiles by examining the correlations between the mean

scores of three groups (teachers, heads of section, college program

organizers) across a range of evaluative criteria. The SPSS program provides

a means of doing such a factor analysis using its FACTOR program. However

for Q-factoring with FACTOR the data have to be transposed before the

calculation of the correlation matrix.

Figure 8.5 contains a typical set of results derived from this procedure.

In this case the evaluator could conclude that the perceptions of the heads

of section and the college program organizers were similar. By contrast

the perceptions of the teachers were not similar to those of either group.

The example we have chosen is quite simple. The usefulness of this more

complex procedure for dealing with profile similarity is more evident when

one wishes to compare the similarity between a larger number of profiles

concerning the same set of variables. This would be the case if the system

evaluator wishes to differentiate rural from urban groups or specialist

areas of teaching among teachers and heads of section.
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The further analysis of contingencies. Relationships between and
within background factors, processes and outcomes may be analysed using a

variety of statistical procedures. Some such as multiple regression analysis
are fairly well documented and do not require comment. Two procedures which
appear particularly suited to examining relationships inherent in the
operation of the staff development program are not so well known. These
are the Automatic Interaction Detector (AID) computer program search
strategy and the multivariate technique known as canonical correlation
analysis.

From a system evalutor's viewpoint one of the more interesting relation-

ships which might be examined is between staff development needs (dependent

variable) and a set of teacher and college/system characteristics (independent
variables). As an initial hypothesis the evaluator might suppose that staff

development needs are related to the following variables: location of

college, size of college; level of college funding for staff development in
previous year(s), specialist area of teaching, teaching experience, teacher

training and industrial experience. Information regarding each of the seven
variables can be obtained during an evaluation study.

In describing the level of staff development need (either a specific

need or some composite of all needs) in terms of each of these variables

Factor Score Coefficients
Horizontal: Factor 1 Verticaltractor 2

leacher

Head of Section

College Program Organizer

Factor 1 Factor 2 3

2

1 1 = Teacher

2 = Head of Section

3 = College Program

Organizer

0442

000

0.04

005

0.30

0.35

Figure 8.5 Example of SPSS Printout for Plotted Factors Resulting from a
Q-factor Analysis of Teachers, Heads of Section and College
Pro am Or anizers Perce tions of the Effectiveness of the
Program upon Multiple Criteria
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the evaluator may construct a series of contingency tables to sort the data.
1

For example, he may construct the following two tables in examining the

relationship between the location of a college and the need for increased

knowledge of modern developments in industry and commerce for each of

two specialist teaching areas:

For technical studies

Type of college

rural urban

High
('essential')

=

o Low
('helpful'

0
0
s. or 'nil')

For business studies

Type of college

rural urban

-o High0
('essential')

Low
71; ('helpful'

'nil')

However this form of analysis may result in excessive numbers of contingency

tables which are then difficult to analyse in toto.

An alternative, and more efficient approach, to describing the level of

staff development need in terms of the variables is by means of the AID

computer program (Sonquist and Morgan, 1964). The AID is commonly used to

search for structural relationships between one criterion and a number of

predictors that are believed to be related to the criteria. Central to its

operation is the question: 'What dichotomous split on which a single

predictor variable will give us a maximum improvement in our ability to

predict values of the dependent variables?' (Sonquist et al., 1973). With

this underlying strategy the AID program divides the sample through a series

of dichotomous splits into a mutually exclusive series of subgroups which differ

from each other with respect to the criterion.
2

1 For an excellent treatment of analysing contingency tables see Rosenberg (1968:

2 Ainley (1976) using the program in an evaluation of the Australian Science

Facilities Program has described it in the following way: 'The program

operates by finding that dichotomy based on any of the predictor variables

which gives the least within groups sum of squared deviations and the

greatest between groups sum of squared deviations for the criterion

variable. This is the split which accounts for more of the variance in

the criterion than any other possible split. Once the split has been

made the program then treats each group which has been formed as a can-

didate for further splitting. The process continues until some specified

criteria fail to be satisfied. That group is then a terminal group. The

criteria for splitting to occur are specified as a minimum additional

proportion of the variance which must be accounted for and a minimum group

size for the groups which are to be formed. For each split a t-value is

computed so that the significance of the difference between group means

can be estimated'.
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Figure 8.6 provides an illustration of possible subgroups that might be

produced as a result of applying the AID program to the present example.

Teachers are the unit of analysis and the data is quite fictitious. In

that example those teachers who had less than four years industrial

experience, more than three years teaching experience and taught in the

technical studies area were most in need of increasing their knowledge of

modern developments in industry and commerce.

The overall usefulness of the AID program is in its capacity to sort

a set of predictors into those that are more or less strongly related, in

a statistical sense, to the criterion. It is of particular assistance in

the preliminary dete,-ion of patterns within the data before other :arms of
analysis are implemented.

In the above analysis the evaluator is concerned with only one criterion

measure, viz. a staff development need. However in the overall evaluative

framework that is proposed there are sets of multiple predictors and

multiple criteria. Under these circumstances canonical correlation analysis

is the appropriate form of analysis (Darlington et al., 1973). A computer

program CANON developed by Cooley and Lohnes (1971) performs such an analysis.

Canonical correlation analysis is a technique which can be :?Plied to

two sets of variables. These sets of variables will be defined by the

evaluator as having some theoretical meaning. In the present study these

might be a set of background factors, a set of processes or a set of outcomes.

The aim of canonical correlation analysis is to derive a weighted composite

from each set of variables such that the correlation between each composite

is maximized. These composites are referred to as the first pair of

canonical variates. From these variates it is possible to determine the

correlation between each of the composites (canonical correlation) and

between each composite and its constituent variables (structure coefficients).

The canonical correlation represents the amount of variance in one composite

accounted for by the other; in contrast, the structure coefficient reflects

the importance of the original variable in forming a composite. A second

pair of weighted composites is then selected to account for as much of the

remaining relationship between the original two sets of variables as

possible. This second pair of composites or canonical variates will be

uncorrelated with the first set. The final number of significant canonical

variates indicates the number of different ways in which the two sets of

variables can be related.

2 / 6
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Extent to which an increased knowledge of modern developments in industry and commerce is required

3.0 = Essential

2.5

2.0

1.8

1.0

= Helpful

N = 200

i= 2.15

Technical

studies

N = 50

= 2.3

Teaching

experience

a 5 years

All teachers 1 N = 20

i = 1.7

N = 300

= 1.3

General studies

Business studies

= Not needed at all

Teaching ,

experience

< 5 years

Business

studies

N = 80

= 1.5

N = 220

x = 1.15

General

studies

N = 10

x = 2.4

Industrial

experience

< 4 years

N = 40

x = 2.22

Industrial

experience

) 4 years

N = 20

x = 1.75

College

< 20
teachers

N = 60

= 1.4

College

20

teachers

Figure 8.6 A Possible Set of Subgroups from Within a Sample of Teachers with

Respect to a Staff Development Need and Formed by Means of the

AID Computer Program



So far we have been discussing canonical analysis in terms of two

sets of variables. This may be appropriate for examining relationships

between a set of background factors and a set of process variables or

between a set of process variables and a set of outcomes. The present

study is concerned with three sets of variables rather than two. Keeves

(1974) used a canonical variate analysis strategy to examine the relation-

ship between antecedent, mediator and criterion variables in a stay of

school learning. Two canonical analyses were performed. In the first

canonical analysis one set of variables comprised the criterion variables

and the other a combination of the antecedent and mediator variables. In

the second analysis the input comprised the antecedent variables as one set

and the mediator variables as the other. By using this strategy Keeves was

able to exami J the strength and nature of the relationships within each

set of variables and between the sets of variables. Such a procedure appears

suited to examining relationships within the proposed evaluative framework.

However we must point out that a canonical correlation analysis

produces canonical variates based upon a procedure which seeks to maximize

the correlation between variates. As a result statistically significant

variates may be produced which possess no theoretical relevance. This

suggests that the system evaluator using such a technique must carefully

consider the selection of variables which comprise each set and guard

against the temptation of including too many variables which may lead to

difficulties of interpretation.

Figure 8.7 illustrates three sets of variables associated with

background factors, processes and outcomes which might serv(- as a basis for

a canonical analysis of the contingencies inherent in the evaluative

framework. In this example we have posed the question: What are the college

and teacher characteristics ('background factors') which affect the outcomes

('outcomes') of different types of staff development activities ('processes')

attended by teachers? This would be a typical issue raised in an

evaluation. Adopting the procedure outlined above the canonical analyses

would first involve the sets of outcome variables and the combined sets of

background factor and process variables, and second the set of background

factor variables and the set of process variables. This would enable

relationships between and within each of the general categories of variables

to be examined.
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Judgment

The judgmental process has already been treated in considerable detail and

what is relevant to college-based evaluation is also pertinent to system-

wide evaluations of the staff development program. Comment is warranted on

two further aspects of the judgmental process.

If the evaluator is interested in finding out whether individuals will

perform better after participating in a program than they otherwise would

have done without such participation then the evaluator might make two

measurements. The evaluator will need to measure how well the individuals

perform after the program and then estimate how well they would have

performed without participating in the program. The difference between each

of these estimates is an indication of the effectiveness of the program.

This strategy for evaluating program effectiveness is central to curriculum

evaluation. Yet the methodology proposed in this study has emphasized only

the first aspect of this basic evaluation strategy; it has not presented

a means of estimating the second. We would argue that it may not even be

Background Factors Process

1

2

3

4

Needs related to

Needs related to

Needs related to

specialist area

teaching practice

personal development

Needs related to general concepts

education

5 Specialist area of teaching

6 Factors facilitating the intro-

duction of change

7 Factors restricting the intro-

duction of change

of

8 Seminars/conferences

attended

9 Industrial visits

10 College visits

11 Short courses/

workshops

12 Formal course-work

Outcomes
1

Teacher outcomes -

13 Teacher performance

14 Career related

College outcomes -

15 Curriculum

16 Teaching practices

17 Organizational development

18 System outcomes

1
It would be necessary to cluster the list of assible outcomes in order to reduce the number

of variables in the 'outcomes' set.

These variables could be treated in a manner similar to a scale and total scores from all

constituent items used in the analysis.

Figure 8.7 Variables for the Inclusion in a Canonical Correlation Analysis
of Staff Development Programs
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210 dl. )



possible to estimate, in any rigorous manner, how staff would have performed

without participating in the program.

The selection of an appropriate evaluation design which incorporates

both aspects of the evaluation strategy mentioned above is far more difficult

in the case of staff development evaluation than it would be for curriculum

evaluation. The design chosen must be capable of examining the following
relationship:

Treatment Observed Expected
effect post-treatment no-treatment

performance performance

(Tallmadge and Wood, 1976)

In the methodology proposed in this study the observed post-treatment per-

formance is equivalent to the mean scores (or median scores) on the 14

evaluative criteria listed in each of the evaluation reports. To obtain

an index of the 'expected no-treatment performance' the evaluator needs to

design the evaluation study with regard to a comparison group who are not

experiencing the program.

Five evaluation designs have been proposed by Horst, Tallmadge and Wood

and are described in a series of monographs and accompanying guides (Horst,

Tallmadge and Wood, 1975; Tallmadge and Horst, 1976; Tallmadge and Wood,

1976). We do not intend to describe each of the models as they are fully

discussed in the original publications. The approach adopted by these

authors was to provide a means of selecting the most rigorous model for the

collection and analysis of data that was suited to the program being

evaluated. These models necessitated a comparison of the program under

review either with an alternative program
1
or a set of norms. The five models

range from a post-test comparison with matched groups where individuals are

paired in terms of pre-test measures and one member of each pair is randomly

assigned to a treatment group and the other to a comparison group. This
model would produce the most accurate estimate of the treatment group's

performance if they had not received the treatment.
2

The least rigorous

model is the norm-referenced model whereby individuals are compared to a

norm group comprised of a representative sample of those individuals drawn

from the reference population.

1
In the case of staff development this could also include no program
participation.

2
The treatment here refers to program participation.
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The marked difference between curriculum evaluation and staff

development evaluation is immediately evident. At very best the system

evaluator concerned with a staff development program might only begin to

approach a norm-referenced model of evaluation. Even that would require a

considerable amount of research as has already been indicated; there are

no established norms that relate to the outcome criteria proposed.

There are some fundamental difficulties in establishing a relevant set

of norms. It may be possible to develop a set of norms related to teachers'

knowledge of concepts and skills relevant to their job. However this

suggested outcome of a program is an immediate outcome. It is only of limited

importance as fn' as assessing program effectiveness is concerned. Outcomes

such as the introduction of new teaching procedures or changing the curriculum

in response to the needs of industry are of greater importance. The con-

struction of norms for this is far more difficult. Other outcomes such as

those related to staff commitment to college goals, job satisfaction and

career adaptability would require extensive research into their measurement

before appropriate norms could be established. In fact such a norming task

may not be possible. Even if it were possible from a measurement point of

view it may not be possible in practice as it would appear contrary to the

professional nature of teaching.

In brief it will take a considerable amount of research into the

measurement of staff development outcomes before rigorous evaluation models

of the type described by Tallmadge, Horst and Wood in their publications

could be utilized. For the moment the system evaluator may well need to

ignore the issue of estimating precisely how well staff would have performed

without participating in the program.

The second issue related to the judgmental process we wish to raise

concerns the 'priorities amongst outcomes' exercise included in the College

Evaluation Report. In the original publication from which this exercise is

derived Edwards et al. (1977) employed three measures. The first was the

value of the outcome and is equivalent to the priority index used in this

study. The second was an effectiveness measure similar to the effect index.

The third measure they described was the decision-makers estimation of the

probability of achieving a particular goal or outcome prior to the implemen-

tation of the program: Edwards et al. recognized that before decisions are

made often only limited knowledge exists about process-outcome relationships

which characterize the program. Still, they note, decision-makers will
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select one program in preference to another in order, hopefully, to achieve
a set of outcomes. Tydeman and Mitchell (1979) have a similar index

'probability of occurrence', in their decision-making model about future
events. Formal procedures for the estimation of the probability of goal

attainment for particular programs would appear an important adjunct to the
planning phase of a staff development program and one which could be

introduced easily into the proposed methodology. Decisions regarding

future activities would be made on the basis of the values attached to

their potential outcomes and the probability that such outcomes might
eventuate.

This concludes a consideration of both the proposed college trial of

a methodology for the evaluation of staff development and its application
to system-wide evaluation. The final chapter of this volume of the report
is concerned with the application of the methodology to specific staff

development activities.
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CHAPTER 9

THE EVALUATION OF SOME SPECIFIC STAFF DEVELOPMENT STRATEGIES

An evaluation methodology has been proposed for staff development programs.
The general approaches involved in the methodology may also be applied to the
evaluation of specific activities. This final chapter examines its application
to college development programs,

overseas study programs and a variety of other
centrally-funded activities. It also examines how appropriate staff develop-
ment activities might be designed in order to meet specific needs that are
identified through the course of an evaluation study.

The Evaluation of College Development Programs

Central to the evaluation of college development programs are three require-
ments. There is a need to:

(a) identify those characteristics of the college and staff which provide

the basis for a college development program;

(b) describe the college development program itself; strategies directed
towards improving organizational effectiveness are extremely diverse

and possess no commonly accepted structure; and

(c) define in a systematic manner the evaluative criteria by which the

effectiveness of the program can be assessed.

Each of these three concerns relate to the three general categories of
variables which underly the evaluation strategy for the current study: back-
ground factors, processes and outcomes.

It is not our intention to relate each of these issues to the many

organizational development models underlying college development programs.
That is beyond the scope of the study. Rather, we take as an example one
model which has gained some prominence in its application to Australian

education institutions and which has already been discussed in Chapter 6.
This is the organizational development model of Schmuck and Miles (1971) and
outlined by Mulford (1978). It could be expected that the evaluation of
background factors, processes and outcomes associated with this model would
provide insights into the evaluation of other models of organizational
ievelopment.
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Background Factors

The organization development model with which this study is concerned focuses

on three levels of college organization. Firstly, at the interpersonal level

individual staff members interact on a personal basis. At a second level

groups of staff members work together towards a common goal and interact

with other groups of staff who also possess specific functions within the

institution. Each of these groups may be referred to as subsystems.

Examples of subsystems would inclUde departments in Victorian TAFE colleges

and schools in South Australian DFE colleges. Finally, at the system level

the entire educational institution is considered as an organization which

maintains structures and routines which may either restrict or support inter-

personal and subsystem functioning.

This suggests three sets of background factors: interpersonal skills

of staff members, organizational processes of sections within the college

and organizational processes of the college itself.

1 Interpersonal skills of staff

Three interpersonal skills appear particularly important to the effective

functioning of sections and the overall college. These are the staff

member's ability to exchange information, identify problems and implement

solutions (Schmuck and Miles, 1971). Exchanging information involves

sharing relevant information about the many aspects of one's job with

colleagues. Identifying problems in one's job requires being able to assess

the present situation in terms of alternative situations which may be

preferable; it also entails the ability to identify underlying factors

from which problems arise. Finally, the implementation of solutions

requires an ability to plan a course of action, taking into account its

effect upon colleagues, and then carry that plan of action through to a

successful conclusion. The first of these relates to communication skills

and the latter two relate to problem-solving skills.

Each of these interpersonal skills is dependent upon the context. If

the staff member is a teacher then the skills will be closely associated

with the teacher's other areas of skill which define his role in the

organization. For example, a teacher's ability to identify and solve a

teaching problem would be influenced by the staff member's knowledge of

teaching meth3dology, subject matter and evaluation procedures.
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It is important therefore to consider, in the evaluation of college

development programs, staff levels of both interpersonal skills and more

specialist skills, even though college development programs are not

specifically directed towards the latter. 1

2 Organizational processes of the section and college.

Fifteen organizational processes have been described in Chapter 6 which

relate to the functioning of sections and colleges, and require no further

elaboration here. However there is a further background factor, described

by Schmuck and Miles (1971), which is closely associated with these organi-

zational processes. This is the readiness of the college staff to undertake

a college development program. Schmuck et al. (1975) list the following as

signs of a college staff's readiness to participate in the program.

(1) visible signs of emerging interdependence of the staff;

(2) the principals' commitment to staff collaboration;

(3) formal consensus of the staff to use consultation for specific
structural changes;

(4) staff norms supporting openness and confrontation;

(5) staff norms supporting sticking with group tasks;

(6) staff norms supporting differences in educational philosophy
and instructional style. (Schmuck et al. 1975:355)

These comprise, however, the very qualities in organizational functioning

which the program iA designed to develop. Mulford and his colleagues, in

noting this, conclude that 'for a successful OD [organizational development

exercise] there must be at least some suggestion in the client school of a

readiness to change and some small amount of co-operative interdependence'

(Mulford et al., 1977:222). These authors suggest that indication of

readiness include:

the principal and senior staff being committed to a college development

program, and subsequent program outcomes.

a commitment in terms of resources (e.g. time, money) to both the

program and follow-up.

the active participation of all staff in the decision to become

involved in the program.

1
Specialist skills related to teaching staff, senior management and non-
teaching staff have already been discussed in Chapter 6.
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3 Contextual factors

There are many factors which influence the functioning a college and

individual staff numbers but which are not easily changed. These contextual

factors may refer to student characteristics, system poliies and social

influences and may have a large effect upon the stability of outcomes

derived from a college development program. A well designed program is

regarded as one which takes into account important contextual factors so

as to ensure continuing benefits from the program following its conclusion.

Another group of important contextual factors will be college character-

istics such as size and breadth of purpose. These college contextual factors

not only influence the outcomes of a college development program but they

will also directly affect its implementation.

Processes

One of the major difficulties in evaluating a college development program is

defining the processes inherent in the strategy which is used. In Chapter 6

the following definition of an organizational development strategy of the

type proposed by Schmuck and Miles (1971), was presented:

A planned intervention by external change agents/O.D. consultants,
using behavioural science knowledge to help an organization to
diagnose its organizational purposes and processes and develop a
plan through which all members of the organization can, themselves,
modify these purposes and processes in such a way that they can
sustain the modification processes in a changing environment.
(Mulford et al. 1977)

The processes underlying this strategy can now be examined in more

detail. Following discussions with consultants and staff who have implemented

this type of organizational development program it would seem useful to

identify five major phases within the strategy. These are:

Approach and commitment. This phase of the process is characterized

by a commitment of the principal, senior staff and general staff to the

notion of a college development program. Particular features of this phase

include a clarification of the broad aims which the program might encompass,

the establishment of an appropriate relationship between staff and external

consultants and an increasing understanding of staff about the nature of the

strategy to be implemented.

Data gathering. Once the broad aims of the program have been defined

data are collected by consultants in order to provide an indication of the
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effectiveness of those trganizational processes relevant to the attainment

of these aims.

Feedback of prelWnitry._ information, The major purpose of this phase

is to use the data collected an a moans of establishing the specific goals

of the subsequent program. This information is presented to staff in such

a way as to assist their recognition of areas of staff and college function-

ing which may require further development.

Training_ or intervention program. In this model of organizational

development the intervention period comprises a series of 'structured

experiences' or exercises which groups of staff participate in. These

exercises are designed to either create awareness among staff concerning

aspects of college functioning or lead to the development of particular

skills among the participants. As a result, action plans may be designed

to alleviate specific problems identified during the exercises. A second

important feature of this phase is to identify college staff who will assist

in a continuing development program within the college following the con-

clusion of the formal intervention period.
1

Evaluation and the continuing college development program. Following

the intervention phase of the program staff return to their everyday college

experiences. Evaluation plays an important role in monitoring changes that

result from earlier phases and provides a continuing stimulus for further

college development.

Figure 9.1 summarizes the specific features which may characterize

.ach of the above five phases of a college development program which utilizes

an external consultant, and a formal intervention period. College develop-

ment programs employing different approaches will possess some of these

features and not others. For example during the course of this study there

was one college development program where the external consultant was not

significantly involved in the early phases of the program, where there was

very little reliance placed upon structured experiences and where only in

later phases did the consultant play an important, yet still extremely

'low-key' role. The usefulness of the set of possible features of a college

development program which we have listed is that it provides a basis on which

the many types of such programs might be defined.

1
Mulford et al. (1977) include this process - the identification and
training of college facilitators - in a separate phase of the strategy.
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PHASi 1: Approach and Commitment

the principal and senior staff are committed to the program, and subsequent outcomes of

the program

there is a commitment in terms of resources (e.g. time, money) to both the program and

follow-up

the staff actively participate in the decision to become involved in the program

the target group are all the staff of the collogo

the college staff initiate the contact with the consultant

the staff are given the opportunity to Aline the boundaries of the program

information concerning organizational development types of activities are disseminated

before commitment

the processes of organizational development are understood by staff

the consultant informally interacts with staff before the staff expresses commitment

PHASE 2: Data Gathering

during the collection of data the consultants keep a 'low' profile

data collection, e.g. questionnaires and interviews, are seen as related to initial

broad aims of the program

data is collected from all staff

data collection is not seen as threatening to the staff

the data collected is seen as relevant to college processes

the data collected is sufficiently comprehensive for the needs of the college program

PHASE 3: Feedback of Preliminary Information

the questionnaire material is used by the staff for diagnostic purposes

information fed back to staff is in an easytounderstand form

all staff are involved in the identification of the areas in need of improvement

specific aims are set by the staff for the college development program

a 'contract' between the college staff and the consultants is decided upon which relates

to the specific aims of the program

a 'climate' is established for the appropriateness of an organizational development

activity

Figure 9.1 continued/...
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Pl.pro 0.1 pup

PRASE 41 the frainini or Intervention Program

the activities used are seen to ho related to the aims of the program

thorn Is a discussion of the promsos that are Involved In each activity

there Is discussion of applications of the activity to the college situation

consultant emphasizes underlying organizational processes rather than specific

college related content

specific 'areas of concern' of the college are identified

action plans to alleviate those 'areas of concern' aro established

supportive aspects of the college structure are not ignored

a large number of staff participates in the activities on most occasions

activities are designed so that the staff become less dependent upon the

consultant during the program

within college facilitators for future action are identified and trained

evaluation of the effectiveness of the activities is undertaken throughout the

program

PHASE 5: Evaluation and Continuing Development

facilitators are active in the college situation

action plans generated from the program are implemented and monitored

continuing evaluation and feedback to staff occurs

external consultant assists in the continuing college development program

Figure 9.1 A Summary of Features which may Characterize a College
Development Program which Utilizes an External Consultant
and a Formal Intervention Period
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In brief, the evaluation of a college development program must take

into account the various processes which comprise the strategy, Vivo major

processes have boon descrihed which characterize one particular strategy

that might'. Ito adopted, Conlral to those processes wore Cho identification

of specific program aims, the further development of interpersonal skills

and organizational processes, the construction action plans to alleviate

problems identified during the program and finally tho ongoing evaluation

of program honofit,;.

Outcomes

Outcomes from A staff development program may occur at the conclusion of

the activity, shortly after the activity or in the long-ter..!. These have

boon referred to in Chapter 6 as immediate, intermediate and long-term

outcomes. Outcomes representing each of those categories might be expected

to result from a college development program.

1 Immediate outcomes

Outcomes evident immediately after a college development program are most

likely to be associated with the development of interpersonal skills among

the participants. Two of these have been mentioned: communication skills

and problem-solving skills. Other areas of skill may have been identified

during the preliminary phases of the program as requiring further development

and an increase in the level of these skills could be expected. Leadership

skills among senior staff would be a typical example. It is also possible

that certain organizational outcomes may begin to emerge by the conclusion

of the formal aspects of the program. Such outcomes include an increased

awareness of the overall work of the college by participants and greater

social and professional contact between various sections of the college.

2 Intermediate (and long-term) outcomes

Intermediate outcomes may be associated with individual staff members,

sections of the college or the college as a whole. The acquisition of

interpersonal skills may continue after the conclusion of the formal aspects

of the program. This could occur when 'facilitators' were active in the

college following the conclusion of the intervention period.

Intermediate organization-related outcomes may occur at the section

and college levels and be specific to the organizational processes that
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Charactorixe both these lovalti of lohtlftiooul functioning, Fifteva of

these processes have bean defined earlier and the further developmaat of each

constitutes an Important: het Of intermediate outcome,

Action Olin,* designed (hiring the program to alleviate particular college

problems may he acted upon subsequently and result in A further Not of

intermediate outcomes. These action plans and associated areas of concern

might refer to a wide variety of aspects of college functioning, such as

the clarification of job profiles, a ye-examination of coorho tImetablo4 and

room allocations, and it reappraisal of funding criteria.

A group of 12 possible college-related outcomes of a staff development

program has boon identified in Chapter 6 of this report. Those outcomes

may also result from college development programs. For example, underlying

the organization development model is a concern for developing a work environ-

ment which leads to improved job satisfaction amongst staff. This is also

one of the college-related outcomes listed. Greater professional contact

between non-teaching and teaching staff is another possible outcome common

to both. Each of these outcomes could be expected to develop directly from

a college development program. Some college-related outcomes may be less

directly associated with the college development program. Typical of these

outcomes would be changes made to curricula in response to the needs of

industry and commerce. Such an outcome might only become manifest after

the emergence of an increased level of college responsiveness, itself an

intermediate outcome of the program. Outcomes such as increased use of

library facilities may also result but will be dependent, in part, upon the

prior development of certain organizational processes of the type already

described.

There would appear to be a variety of different possible outcomes

arising from a college development program. Some outcomes may be more

closely associated with the individual staff member and others with either

the section or the entire college. Some outcomes may be a direct consequence

of the college development program and others may be related only indirectly.

Finally, some outcomes may be evident immediately after the formal aspects

of the program have concluded, whereas other possibly more important outcomes

may emerge during the following year or two.

Summary of the Proposed Evaluation Framework

Three general categories of factors have been used to specify the various
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Tho 0.0rall approach to the collodion of ovolmitive data is similar hi that

propowil kir thy evaluation of staff devylopment programs in general. It

will bo recalled that the collection of data from different shirr memberi

was suggested. Thh, would also seem appropriate In the imuiont sittmlton.

General college staff, senior management, staff development officers, and

program organizers ere able to give valuable insights into each of thy

elements which comprise the evaluation framework.

Thy measures however will he different from those suggested for the

evaluation of staff development programs. Instead they need to focus upon

the specific aspects of a college development program. Since college develop-

ment programs differ according to the colleges in which they are implemented,

it is not possible to compile a set of measures which may be used in the

evaluation of all such programs. Some measures may be generalizable

but others not. It was decided therefore to design a number of instruments

which would be useful in evaluating a specific college development program

which was implemented in the early stages of the present study. These

instruments could then be modified according to the particular requirements

of other colleges wishing to evaluate a similar program. In the case of those

colleges using an entirely different approach it was still felt that the

instruments would provide sufficient guidelines for them to construct their

own evaluation procedures.

The selection of the most appropriate types of instruments for the

evaluation of college development programs is difficult. Questionnaires

have been used in the evaluation of organization development programs in

Australian educational institutions with only limited success (e.g. Mulford

and Kendall, 1976; Bradley, 1978). Mulford et al. (1977) suggest that the

application of North American questionnaires, which have been used in their

()
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General category

Background factors

Major element Specific element

staff characteristics interpersonal skills

specialist skills

program readiness

section characteristics orpnizational processes

college characteristics organizational processes

program readiness

contextual factors student characteristics

college characteristics

system characteristics

social characteristics

Processes college development program approach and commitment

data gathering

feedback of preliminary information

training or intervention

evaluation and continuing

development

Outcomes immediate outcomes

intermediate outcomes

longterm outcomes

benefit to staff member

interpersonal skills

specialist skills

benefit to college

organizational processes

alleviation of specific

processes

general outcomes

Figure 9.2 The General Categories, Major Elements and Specific Elements
of an Evaluation of a College Development Program

225
233



evaluation studies, to the Australian context does not take into account

important cultural differences between the two countries in regard to teach-

ing. These authors further point out that there may be an interaction

between the effect of the program and the staff member's responses on par-

ticular questionnaire items. This for example would make the interpretation

of change scores produced by pre-test and post-test comparisons difficult.

It wouhi appear that in regard to certain elements of the framework greater

reliance must be placed upon evidence collected by interviews, diaries and

observations.

The college development program which provided the basis for this aspect

of the present study made use of an external consultant and a formal inter-

vention period, and represented an organization development exercise of the

type described by Mulford et al. (1977). At the time this study commenced

the data gathering phase of the program had just been completed. For the

evaluation of this particular college development program the following three

instruments were designed:

(a) a checklist: Defining a College Development Program;

(b) a Staff Evaluation Report for a College Development Program;

(c) a format for assessing the Intermediate outcomes of a College

Development Program.

These instruments were augmented by observations made during the inter-

vention period and discussions with participants and program organizers

both during and after that period.1

1 The Checklist for Defining a College Development Program

A checklist for the definition of a college development program has been

designed which focuses on each of the characteristics described in Figure 9.1.

The purpose of this checklist is two-fold. Firstly, it enables a program

organizer to consider the many possible aspects of such a program and then

to select those features which are felt most relevant to the situation.

Secondly, it provides a frame of reference by which a college development

program that has already been implemented can be adequately defined. It

has been noted already that this second purpose is a central concern in the

evaluation of ^rganization development strategies.

1 These instruments appear in Appendices 9 and 10.
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A total of 35 possible features of a college development program were

included in the checklist. Thirty of these features related to the processes

of the program and five to the background factors associated with the

readiness of staff to participate.

The staff development officer in charge of the college development

program with which this study was concerned was asked to complete the check-

list three weeks after the conclusion of the intervention (training) period.

He was asked to comment upon the applicability and/or desirability of each

feature listed to the program which had just concluded. The checklist was

open-ended in design which was felt a more valuable source of information

than one employing a scale of the sort 'true of this program - not true of

this program' for each feature.

The Checklist 'Defining a College Development Program' is contained in

Appendix 9.

2 Staff Evaluation Report for a College Development Program

An evaluation report was designed in order to obtain staff members' percep-

tions of certain background factors, processes and immediate outcomes

associated with the program and specified in the proposed evaluation frame-

work. It was intended that data obtained from this report would complement

that obtained from the Checklist described above. Furthermore it was

intended that the evaluation report would have particular relevance to the

intervention period, which was the major phase of this college development

program. This intervention period consisted of a four-day workshop

organized in a conference centre approximately four miles from the college

concerned. The focus of the report was therefore upon background factors,

processes and outcomes pertinent to that workshop.
1

Background factors. A major influence upon the success of a program

is the commitment by staff to the aims of the program. Question 2 on the

report asked whether, before attending the workshop, the staff felt that

such a workshop was necessary. Staff commitment is influenced by staff

involvement in the early phases of the program, especially in regard to the

formulation of program aims. Questions 1, 3 and 4 were intended to measure

staff involvement in the formulation of the aims of the workshop and the

clarity with which they perceived the intended aims.

The needs of staff in regard to interpersonal skills and other

specialist skills constitute another important group of background factors.

The workshop was designed to lead to the further development of four sets

1
The report is contained in Appendix 10.
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of skills: leadership skills, communication skills, adult teaching skills

and problem solving skills. Staff were asked to indicate:

(a) their current needs in regard to each of these four skills;

(b) the extent to which the program appeared to be directed towards

the acquisition of each of these four skills.

This information was sought in Questions 6 and 7 of the evaluation report.

Processes. The workshop consisted of a set of 'structured experiences'

directed towards the acquisition of the four skills described above and an

increase in overall college effectiveness. Data concerning the processes

inherent in this workshop situation were obtained in the following

manner. Staff were presented a list of typical characteristics of

organization development workshops and asked to indicate whether they were

true of the workshop which they had just experienced. These characteristics

had been derived from the literature and discussions with organization

development program organizers.

Sample statements from this section of the evaluation report are

included in Figure 9.3.

Outcomes. Immediate outcomes relating to the acquisition of communica-

tion skills, problem solving skills, adult teaching skills and leadership

skills were expected to be evident at the conclusion of the workshop. Staff

members were therefore asked to indicate the extent to which these outcomes

had been achieved.

A second group of possible outcomes concerns the alleviation of specific

college problems which are identified during the course of the workshop.

During this particular worshop 12 problem areas were identified and staff

were asked whether they thought the workshop would help overcome a selected

number of these problem areas,

A sample of this section of the staff evaluation report is included in

Figure 9.4.

3 A format for assessing intermediate outcomes

The effectiveness of a college development program may be assessed in regard

to five broad clusters of organizational characteristics: communication,

decision-making, receptiveness, responsiveness and the use of staff resources.

Mulford and Kendall (1976) have used these categories as a basis for orga-

nizing evaluative data concerned with program outcomes resulting from an
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Below is a list of typical reactions by participants immediately
after programs such as this

conference. Indicate whether they represent your reactions to this conference by circling the
appropriate response.

Strongly

Agree Agres ? Disagree

Strongly

Disagree

A good interaction between staff and administration 1 2 3 4 5

We got to know each other
1 2 3 4 5

There was not enough time to follow -up on exercises

relevant to us 1 2 3 4 5

There was plenty of assistance in solving problems

that were aired
1 2 3 4 5

I couldn't see the point of many of the sessions
1 2 3 4 5

We didn't get to the basic problems at our college 1 2 3 4 5

Everybody said what they felt
1 2 3 4 5

More plans of action should have been formulated
1 2 3 4 5

Figure 9.3 The Evaluation of Processes Underlying a College Development
Training Workshop: Sample Statements

A list of problem areas within the organization was identified at the
conclusion of the conference. A selected number of these are presented
below. To what extent do you think the conference will help overcome
each of these problem areas? Please circle the appropriate response.

Problem areas identified

at the conference

To what extent do you think the confer

ence will help overcome this problem?

not at

greatly moderately slightly all Further Comment

There needs to be
some rationalization .

of rooms between
departments

The policy and goals
of the college
require specification

1 2 3 4

1 2 3 4

Figure 9.4 The Extent to which Staff Feel the College Development Program
Would Alleviate Problems Raised During the Workshop: Sample
Statement
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organizational development exercise in an Australian secondary school.

Each of these clusters of organizational characteristics have been described

in earlier sections of this report and provide a suitable framework for the

evaluation of outcomes derived from a college development program. Further-

more the general set of college-related outcomes proposed for the evaluation

of staff development programs may be incorporated within these five clusters.

Information concerning each of these groups of outcomes can be

obtained from questionnaires, interviews and observations. However diffi-

culties associated with the applicability of existing questionnaires to

the evaluation of outcomes resulted in the adoption of interviews for this

aspect of the study. Interview scheduleswere designed so as to obtain the

perceptions of staff and program organizers in regard to the effects of the

college development program upon:

(a) communication and decision-making within the college;

(b) the sensitivity of staff to the areas of concern raised during

the workshop;

(c) the ability of the college to respond to suggested changes

raised during the workshop; and

(d) the college-related outcomes associated with the evaluation of

staff development programs in g:neral.

Interviews were held with the external consultant, the college principal,

the staff development officer and general college staff approximately five

months after the conclusion of the workshop activity. It was felt that this

provided an adequate amount of time for at least some intermediate outcomes

to become evident. The interviews were semi_structured and Figure 9.5

provides an indication of the types of questions asked during these

interviews.

The Evaluation of College Development Programs - A Summary

An evaluation framework for the evaluation of college development programs

has been proposed. Measures designed to obtain information about certain

elements contained within that framework have also been presented. These

measures may be complemented by measures proposed in earlier sections of

this report for the evaluation of staff development programs. For example,

the evaluation of background factors may be augmented by the use of those

parts of the Head of Section Evaluation Report relevant to the analysis of
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Communication

Have you noticed more friendly/cooperative communication retween departments since the
conference?

Have you noticed any changes in the types of communication that occur?

(e.g. less written, more verbal)

Has there been any procedural changes designed tc assist it communication between departments,
and between the administration and the teaching staff?

Do you feel that your role and that of your section are better understood by the general
college staff?

Decisionmaking

Has there been any devolution of responsibility from the Principal to the VicePrincipal in
areas of decisionmaking?

What about other meetings, such as departmental meetings. Have you noticed any comments

regarding improved teacher participation in these meetings?

Use of staff resources

Do you feel that departments would be more likely to ask the assistance of members of other
departments?

Has the administration tended to utilize the services of more/different staff?

Receptiveness and responsiveness

Do you find that senior staff are more aware of difficulties in the college, such as
timetabling of rooms?

Are senior staff more likely to respond to these difficulties?

Is there a greater awareness amongst senior staff of the need to evaluate organizational
processes?

Figure 9.5 A Sample of Questions Asked During an Interview Conducted with
a Staff Development Officer
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organizational needs at the section and college level. However the measures

which have been presented must be considered as guidelines. The evaluation

of specific college development programs will be dependent, in large part,

upon the ability of the evaluator to constrJct instruments which have

particular relevance to that situation.

Overseas Study Programs

Both the Victorian Technical Schools Division and the South Australian

Department of Further Education provide staff with the opportunity to travel

outside Australia as part of their continuing professional development. In

the Victorian TAFE system these staff development activities are referred

to as overseas special investigations and in the South Australian system as

overseas scholarships.
1

For the purposes of this report they will be referred

to as overseas study programs.

The evaluation strategy which has been proposed for the evaluation of

staff development programs in general is suitable for the evaluation of

overseas study programs. Consequently this section will now examine back-

ground factors, processes and outcomes associated with this particular

strategy for staff development.

Background Factors

There are three groups of background factors which may influence the

effectiveness of an overseas study program. These factors relate to the

topic being investigated, staff characteristics and system policies con-

cerning staff participation in the program. Each of these may influence

the nature of the overseas study program which is funded, the dissemination

of information obtained during the activity and the benefits to the

individual college and system which result.

1 System policies

Three areas of policy at the system level relate to overseas study programs.

The first concerns the procedures by which staff members apply for funding.

The Technical Schools Division has prepared a set of detailed guidelines

which stipulates the information to be included in submissions for the

1
Overseas scholarship awards may be granted for the purpose of either
investigations of education matters in one or several countries or a
study program leading to a relevant qualification. The present study is
concerned only with the former aspect of the overseas scholarship program.
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funding of overseas study programs. 1 These guidelines are presented in

Figure 9.6. By contrast the Department of Further Education publishes a

more general set of guidelines to assist applicants in their request for
funding.

Apart from guidelines specified by each Department's central staff

development committee, personal assistance is also given to staff in formu-

lating submissions. Staff in the Technical Schools Division are encouraged

to discuss, prior to completing a formal application, their proposed

Individuals who wish to obtain central support for overseas study tours should make appli-

cation providing the following information:

Name, position, address and telephone number of applicant's college/school/branch.

Brief description of applicant's duties including proportion/hours of duty actually

involved with TAFE activities.

Title and description of the activity for which funding is sought.

Evidence of information of proposed visit. (Contacts - Colleges, Institutions, etc.).

Complete itinerary of proposed visit. (Dates, venues, contacts).

.A statement of support and recommendation by a college council or other appropriate authority.

Evidence of the specific and immediate benefit to the college (or organisation).

Details of costs - travel, accommodation, fees, etc.

Details of the proportion of funding to be allocated from college/school based funds.

Relevant support from Board of Inspectors of Technical Schools, Regional Directors,
Principal Association, etc.

Impact of such a study to the development of TAFE in Victoria.

Figure 9.6 Guidelines for Applicants in the Technical Schools Division
Seeking Funds for Overseas Sthdy Programs (TAFE Staff
Development Circular No. 11 2/78)

1
In the case of the Victorian Technical Schools Division these funds are
made available from the TAFEC Special Purposes Grant (Staff Development).
The South Australian Department of Further Education provides funds for
this purpose from the Department's general recurrent revenue budgets.
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overseas study program with the executive officer (staff development).

Similar assistance is also available in the Department of Further Education:

'any person requiring advice or counselling is encouraged to contact previous

winners of overseas scholarships and/or the Secretary of the Staff Develop-

ment Committee' (DFE Bulletin, 1978).

A second set of policies relates to conditions under which funds are

awarded to staff for this purpose. These conditions concern the maximum

amount of funds available for any activity, the payment of salary while

overseas, employment obligations following the activity and the dissemina-

tion of information that has been gained. For example, the Department of

Further Education have published a set of conditions under which overseas

study programs are funded:

The scholarships (valued at $2000) are tenable for a period of up
to one year

Full salary will be paid during the scholarship period and for
reasonable travelling time

Successful applicants will be required to enter into an agreement

- to serve the S.A. Department of Further Education for one year
immediately following the conclusion of their overseas study tour.

- to repay all or part of the award at the Minister's direction if
the study is not completed.

Within three months of returning to South Australia, the holder
provides the Director-General of Further Education with a brief
account of the work carried out during the scholarship period,
including proposals for disseminating within the Department,
experience, ideas and information gained.

Officers of Principal Education Officer and above classifications
are ineligible to apply. (DFE Handbook 1978)

The conditions under which awards are granted in the Technical Schools

Division make particular reference to the amount of funding available. These

conditions are:

College proposals will only be supported to the cost of return air
travel to place of investigation and remainder of costs to be met
from college based staff development funds. It will be essential
for colleges to assess such overseas study with the total college
needs and priorities.

Central personnel without access to college funds will be fully
supported from the central fund for overseas study/investigations.
(ISE 79/8/TAFE)

The conditions in regard to the dissemination of information gained during

the activity are also quite explicit:
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Approved participants must:

Undertake to report back weekly to the Executive Officer, TAFE Staff
Development on previous weeks finding.

On return the participant will furnish a brief report within 2 weeks
to TAFE Staff Development Standing Committee.

Within 6 weeks of return furnish a detailed report and be available
to disseminate materials and knowledge to relevant personnel.
(ISE 79/B/TAFE)

However the Technical Schools Division does not stipulate any employment

obligations on the part of the staff member. The staff development committee
believes that the relatively short period of award, up to eight weeks, does
not warrant such a condition to be prescribed.

A third set of policies relate to the criteria on which submissions for

funding are examined. These criteria include the length of the proposed

overseas study program, the relevance of the program to the needs of the system
and the qualities of the applicant. Figure 9.7 summarizes criteria for

funding in the case of the Department of Further Education, and these criteria

are generally consistent with those of the Technical Schools Division.

Guidelines which will be taken into account in selecting applicants for awards will be:

. The award will normally cover projects of from three to twelve months duration.

The study programme proposed may be either an extensive or intensive investigation of

education matters in one or several countries or a study programme leading to a relevant

qualification together with obsdrvation and experience, preferably in various countries.

. The project must:

be consistent with the applicant's experience, performance and previous study.

equip the scholar to make a contribution to the education policy and practice of
the Department.

. Projects should be such as to facilitate sharing of ideas and experience gained on
return to the Department.

. The applicant must possess personal attributes and qualifications appropriate for acting
as an ambassador for the Department.

Figure 9.7 Guidelines for the Selection of Successful DFE Applications
for Overseas Study Programs (DFE Bulletin, 1978)

235 243



2 Staff characteristics

There are certain charn, eristics of applicants which influence both the

focus of overseas stv_ programs and their impact upon the system and

community in gene.al. Four staff characteristics would seem to be particu-

larly important

Lenr , of erv,.ce in the Department

Cv rent appointment within the Department

Relationships with industry, commerce and the community

Knowledge and prior experience as they relate to the specific purpose

of the activity

Each of these requires some comment.

Length of service within the Department and the staff member's current

appointment may directly influence the impact of policy recommendations made

by the staff member at the conclusion of the activity. Staff who have been

employed in the Department for long periods of time are more likely to be

acquainted with a broad range of personnel, both at the general teacher level

and at the senior management and consultancy level. This will facilitate the

dissemination of information concerning the activity. The further dissemina-

tion of information by colleagues and the acceptance of the staff member's

ideas by others are likely to be also enhanced by the type of appointment

held. The role of the staff member in the organization and the authority

associated with that role are important characteristics of potential change

agents.

A second characteristic which may influence the effectiveness of an

overseas study program is the existing relationship between the staff member

and either industry, commerce or the general community. College and system-

wide benefits may often be dependent upon a close liaison between the staff

member and the above groups. This is likely to be the case in regard to the

introduction of new courses as a result of overseas experiences. The accep-

tance of such courses by employers may be influenced by their knowledge of

the staff member and the opportunity they have to discuss both the proposed

curriculum changes and the staff member's general experiences gained from

visiting similar specialist areas overseas.

A third important characteristic is the staff member's knowledge of the

area of interest which is the focus of the overseas study program. Knowledge

236 2,14



of the major issues relating to the interest area, but notspecific details,
will influence the effectiveness of the activity in two wAys. Firstly, it
will assist the staff member in defining the aims of the overseas study

program so that it encompasses all essential elements which may be relevant

to technical and further education. Secondly, a thorough understanding of

issues associated, often indirectly, with the area of interest will enable

the staff member to make more readily acceptable policy recommendations.

3 The topic - aims, priorities and relevance

The final background factor which an evaluation study must consider is

intrinsic to the study program itself. Topics will vary in their breadth

of application and in their degree of relevance to the aims of the TAFE

sector. Some programs may be narrowly focused on an issue relevant to the

system. One such example would be an examination of the training procedures

for metal fabrication craftsmen. A more broadly based program would be one

studying the organization of community education. In this instance the

issue has widespread implications for the entire system and is extremely

important in developing the concept of technical and further education.

Within a particular topic there will be a number of areas of interest.

Each will be valued to differing degrees by the staff member, those in

charge of the overall staff development program, system administrators and

the staff member's own college. This suggests that an important aspect of

an evaluation of overseas study programs is to establish the values which

each of these groups attach to the various areas which may be investigated.

It also emphasizes the desirability of the staff member to discuss with

each of them what they consider to be of most importance for the college

and/or system.

Processes

Three sets of processes are relevant to the evaluation of overseas study
programs. The first of these concerns the procedures by which successful

applicants are selected to receive funding for an overseas study program.

The processes which define the overseas study program as a staff development

strategy constitute a second major set of processes. The third is more

closely related to the dissemination of information gained from the

activity.
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1 Selection procedures

The procedures adopted by the Technical Schools Division for the approval

of submissions for the funding of overseas study programs involve five

stages. These can be summarized as follows. Firstly, the staff member seeks

approval and support for the submission from his or her college council.

Once this approval has been granted the proposal is examined by the Executive

(Staff Development) who make a recommondation regarding the application to

the Staff Development Standing Committee. This committee, in turn, makes a

recommendation to the Director of Technical Education who seeks final

approval from the State Minister of Education.

A similar procedure is adopted by the Department of Further Education.

Applications are first considered by a subcommittee of the Staff Development

Committee. A 'short list' is compiled on the basis of the written applica-

tions and these people are interviewed by the Staff Development Committee.

Recommendations for approval are made to the Director-General of Further

Education. The Director-General seeks final approval from the Minister by

means of the Overseas Travel Committee which is convened by the Chairman of

the South Australian Public Service Board. This committee may refer the

recommendations back to the Director-General for further consideration.
1

The above processes represent the intended procedures by which staff

members in each system are selected to participate in overseas study programs.

An important aspect of an evaluation study is to examine the extent to which

such intended procedures are actually implemented.

2 The overseas study program

The activity itself constitutes a major component of the processes which

require examination. Each activity will be defined by its own particular

processes and these will relate to conferences attended, educational insti-

tutions visited and many other types of overseas experience.

3 Dissemination of Information

The third important group of processes occur after the conclusion of the

activity and are related to the manner in which information and ideas gained

1
In the 1978-79 year this did happen. Four applications were recommended

to the Overseas Travel Committee which requested the Director-General to
reconsider the recommendations. Two applications were subsequently

approved.

Z1..238



are disseminated. Already certain conditions concerning the dissemination

of information have been noted and in both systems these are intended to

result in the distribution of a report on the overseas study program to the

senior administration. This process may be augmented by the staff member

organizing seminars for college and administrative staff, discussing implica-

tions with representatives of industry, addressing subject association

meetings and writing articles in teacher journals.

Dissemination processes may also be initiated by people within the

Department or even by those external to it. Furthermore, it is quite

conceivable that certain processes may be established so as to limit the

dissemination of information presented by the staff member.

Outcomes

Outcomes which may result from an overseas study program encompass both

outcomes specific to the area of interest being investigated and outcomes

of a more general type. Outcomes in this latter category will be similar

to those relevant to the overall staff development program described in

earlier chapters. By contrast, a study of the aims, both explicit and

implicit, of the activity will be the source of more specific possible

outcomes.

The Evaluation Framework for Overseas Study Programs - An Overview

A framework for the evaluation of overseas study programs has been proposed.

This framework incorporates the same three general categories of variables

(background factors, processes and outcomes) which provide the basis for an

evaluation of college staff development programs. Specific elements within

each category have been identified and the entire framework is summarized

in Figure 9.8.

Methods and Measures

Evidence about each of the elements contained in the evaluation framework

needs to be collected. Owing to the specific nature of each overseas study

program the use of questionnaires as instruments for gathering this evidence

would not seem appropriate. Instead reliance needs to be placed upon

interviews as the primary means of data collection. These interviews can

be used to obtain different people's perspectives on each of the elements

identified above. The staff member, colleagues, senior administrators and

representatives of industry may all provide valuable insights into the many

aspects of overseas study programs which have been described in this chapter.
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General category Major element Specific element

Background factors system policies

Processes

Outcomes

application for funding

conditions of funding

selection criteria

staff characteristics length of service

type of appointment

relationships with industry/

commerce/community

knowledge and experience

topic being investigated aims

priorities

relevance

breadth of application

procedures for selection college procedures

system procedures

overseas study program

lissemination of information

immediate

intermediate

longterm

conferences

visits to educational institutions

visits to industry

staff member initiation

system initiation

specific to activity

general to overall program

Figure 9.8 General Categories, Elements and Specific Elements which
Constitute an Evaluation Framework for Overseas Study
Programs
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In this study four overseas study programs were used as a basis for

developing a suitable evaluation framework. It is useful to indicate the

variety of personnel interviewed in two of those programs. The people

interviewed were:

Overseas Program A: staff member

principal

teacher union official

Staff Development Committee member

senior administrator

Overseas Program B: staff member

teaching colleagues

industrial representative

Departmental officer (curriculum)

Staff Development Committee member

This concludes a discussion of the proposed evaluation framework for

overseas study programs and associated methods and measures for the

collection of evaluative data.

Centrally-Funded Activities

It may be useful for central staff development committees to monitor the

effectiveness of particular aspects of their program. In the case of

centrally-funded activities two questions would appear important:

(a) What are the effects of centrally-funded activities upon

individuals, colleges and the system?

(b) What factors restrict or facilitate the effectiveness of the

centrally-funded activities?

The first of these questions would enable a comparison to be made concerning

the relative effectiveness of different staff development strategies. The

second question could provide insights into those aspects of college and

system functioning which influence the effects of centrally-funded activi-

ties within the college situation. Data concerning both these questions

can be determined by modifying the appiopriate sections contained in the

Teacher Evaluation Report. The resultant questionnaire, the Staff Develop-

ment Activity Evaluation Report, is found in Appendix 11.
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There were two categories of centrally-funded activities which were of

interest in the present study:

(a) centrally-funded group activities initiated by the Victorian

Technical Schools Division;

(b) interstate conferences and visits funded by the South Australian

Department of Further Education.

These activities provided the basis for a trial of the Staff Development

Activity Evaluation Report.

The Staff Development Activity Evaluation Report - A Trial

All staff attending four centrally-funded group activities in the Technical

Schools Division during 1978 and all staff attending interstate conferences

or visiting interstate from the Department of Further Education during

1977-78 were asked to complete the Staff Development Activity Evaluation

Report. Participants in three college-initiated activities from a college

staff development program in the Technical Schools Division were also asked

to complete the report. A summary of the total sample selected for this

trial is given in Table 9.1.

The procedure adopted for this trial was to mail to the target sample

a copy of the evaluation report together with an explanatory letter. The

participants were requested to complete the evaluation report and return it

in a stamped, self-addressed envelope. An initial follow-up letter was sent

to those participants who had not returned the evaluation report within two

weeks of them being received. In the case of those staff who still did not

reply within a further two weeks, a second follow-up letter was sent;

included with this letter was a spare copy of the report.

The organizers of activities are another important source of evaluative

data. In the present study the organizers of 33 centrally-funded group

activities in the Technical Schools Division 1978 program were asked to

comment upon the possible effects of the activity which they had organized.1

A section of the Organizers Evaluation Report is reproduced in Figure 9.9

and the entire report is included in Appendix 11. A mailing procedure,

similar to that used for participants, was adopted for the trial of this

instrument.

1 This represents the total number of organizers of group activities for

that period.
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Table 9.1 A Summary of the Sample of Participants in Centrally-funded
Activities and College-Initiated Activities

Title of activity Specialist area
Number of
participants

Technical Schools Division
Centrally-funded activities

Country Technical seminars

Assessment of Module Program

Farm Machinery Workshop

'Has traditional Technical Education
coped with industrial change'

Technical Schools Division
College-initiated activities

In-service Day on Partridge
Committee Report

Educational excursions

Photographic Short Course

Department of Further Education

Interstate Conference Line

Plumbing, Sheetmetal
and Coppersmithing
teachers

Plumbing

Agriculture

50

33

30

Electronics 36

Teaching and
non-teaching

Teaching

Teaching

40a

25

20

Teaching and non-teaching 49

a
In this case the sample represented 25 per cent of the total participants

Staff development activity organized by you: Farm Machinery Workshop

There are many possible outcomes from a staff development activity. Some will relate to the individual staff member
and others will relate to the overall effectiveness of the college. Some will be intended by the organizers of the
activity; other outcomes will be unintended but still be quite important.

Now much effect do YOU think the above staff development activity had won the majority of participants? I have listed
a number of possible outcomes relevant to a variety of activities and there is the opportunity for you to further

specify other outcomes that may have been more relevant to the activity you organized.

Some possible outcomes of staff development activities

Increased their confidence in dealing with students

Improved their teaching performance

Introduction of new teaching procedures into their

lessons or those of their colleagues

Effect on majority of participants

Considerable Moderate Slight Nil

E.1 El E3
E3

E3 E3

Figure 9.9 The Organizer's Perceptions of the Possible Effects of a
Staff Development Activity - Sample Statements
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In summary this illustrates the manner in which previously discussed

measures may be modified fo: the evaluation of specific staff development

activities. In the present example, the Teacher Evaluation Report has been

modified to answer two basic questions concerning the effectiveness of the

centrally-funded activities. If more detailed evaluation is required then

an evaluation framework, similar to that proposed for overseas study programs,

would be appropriate.

Industrial Leave

During the early phases of this study it became evident that TAFE staff

were concerned about the opportunities to keep up-to-date with modern

developments in their areas of specialization. This concern was expressed

by both college staff and senior administrators. Furthermore the central

staff development committees of the Department of Further Education and the

Technical Schools Division were in the process of developing policies in

this regard. In particular both committees were examining the feasibility

of staff returning to industry for defined periods.

Little information has been collected about staff perceptions concerning

industrial leave progracis in Australian technical and further education.

Therefore it was felt useful for this study to examine staff attitudes

related to the appropriateness of this form of staff development activity

for keeping obreist of changes in their area cE specialization.

There would seem to be major issues in judging the appropriateness

of a proposed, staff development strategy such as industrial leave:

(a) the exte:_t to which the reeds 'f staff are adequately catered fur

by existing strategies;

(b) the relative impIrtance of the proposed strategy in comparison to

ex:2sting strategies;

(c) the conditions under which staff members are likely to participate

in the proposed strategy;

(d) the extent to which staff characteristic.; affect perceptions

of the usefulness of the proposes strategy.

Fach of these requires some comment.

Existing Strategies and their Relative Im ortan:e

There are a variety of opportunities already a-,ailable v&ich enable staff to
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mainvain contact with developments in industry and commerce. Of particular

:Importance are:

Newsletters and journals

Trade associations

Curriculum Standing Committees

Visits to industry and commerce

Seminars, conferences and courses organized by industry and commerce

It is of interest to know the extent to which staff currently make use of

these avenues for keeping up-to-date in their area of specialization. In

addition some of these strategies will be more beneficial than others, and

again this is useful information for developing policies in TAFE staff

development.

Characteristics of Industrial Leave

Industrial leave as a staff development strategy may possess a variety of

characteristics. For example, during periods spent on industrial leave the

staff member may actively engage in the ongoing activities of the 'employer';

alternatively the staff member may observe these activities. There are also

other features which may characterize an industrial leave program. Some of

these include part-time or full-time leave, the total period of leave and

the frequency with which leave is taken. Another set of characteristics refers

to the employment conditions which operate in an industrial leave program.

This is an important consideration in those cases where there are discrepan-

cies between 'employer' conditions, such as amount of salary paid and hours

of attendance, and those of the Department.

Staff Characteristics

The appropriateness of an industrial leave program is likely to be

influenced by certain staff characteristics. For example, teachers in some

specialist areas may benefit from 'hands on' experience and teachers in

other specialist areas may be better served by observatidnal periods.

Unfortunately no information is currently available which relates to the

effects of the teacher's area of specialization, type of appointment and

previous experience upon such preferences.

A short evaluation report was designed, with the co-operation of the

Victorian Technical Schools Division, which sought information about each
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Table 9.2 Sample Design for Industrial Leave Survey

Stratum

Number of staff

Number of colleges from each college

Total number
of staff

I 5 3 15

II 5 8 40

III 10 25 250

Total 20 305

of the issues raised above. This evaluation report is contained in

Appendix 12.

A trial of the Industrial Leave Evaluation Report was implemented with

a sample of staff from the Technical Schools Division. A two-stage proba-

bility sample of staff was obtained using a procedure similar to that out-

lined in Chapter 8 of this report.

The colleges were initially stratified according to size, based upon

numbers of effective full-time teaching staff. This yielded the following

three strata:

Stratum I (size 1 - 15)

Stratum II (size 15 - 20)

Stratum III (size 50+)

A sample of 300 was considered the maximum number of cases which could be

managed, given the resources available for the study. A proportionate sample

from these strata was selected, and staff randumly sampled from within each

of the selected colleges. The final sample has been summarized in Table 9.2.

A mailing procedure, similar to that used for the trial of the part-

time Teachers Evaluation Report, was adopted for the trial of this instrument.

Summary

This chapter has been concerned with the application of the proposed

methodology for the evaluation of a college staff development program to

some specific staff development activities. It has demonstrated how the

overall strategy and particular aspects of the various evaluation reports

described in earlier chapters can be modified for a variety of evaluative

purposes. The data collected about specific staff development activities

246 254



can be processed in a manner similar to that outlined in Chapter B of this

report using, for example, profile similarity scores to examine contingencies

between background factors, processes and outcomes and the congruence

between what is intended and what actually occurs.
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APPENDIX I

Documents used in the examination of secondary data concerning the

Victorian Technical Schools Division Staff Development Program.

Docurnnt I: Application to be completed by colleges in the Victorian

Technical Schools Division for funds from the TAPE

Special Purpose Recurrent Grant (Staff Development).

Document Full/Half year Accountability Statement concerning college

use of the TAPE Special Purpose Recurrent Grant (Staff

Development) in the Victorian Technical Schools Division.

264
me



LUMATION MARIMLUI, MIMI/1

TECHNICAL SCHOOLS DIVISION

MEMO TO PRINCIPALS OF SCHOOLS/COLLEGES

T.A.r E. STAFF DEVELOPMENT PROGRAMS FOR 1979

1. Colleges/schools are requested to forward details of proposed
staff development programs for 1979 as previously outlined in
"T.A.F.E. DEVELOPMENT PROGRAM INSTRUCTION 1978/3." (T78/1238).

Section 8.

2. Proposed programs should include:

2.1 Anticipated staff development program for:

. teaching staff

. non-teaching staff
. part time teachers
. proposed initiated and centrally initiated activities.

2.2 Anticipated details of costing.

2.3 Proposed number of staff participating.

3. Statistical information required:

3.1 Equivalent full time T.A.F.E. teaching staff currently at
school/college.

3.2 Equivalent full time T.A.F.E. non-teaching staff currently at
school/college.

3.3 Number of Part Time T.A.F.E. teachers. '.g. Employed on a
sessional basis. (1. teaching qualifications, 2. no teaching
qualification).

4. Allocations for 1979 will be based on:

4.1 E.F.T. numbers of T.A.F.E. teaching and non-teaching staff;

4.2 special needs as requested by particular schools/colleges.

4.3 evidence of purposeful use of 1978 fun...s.

J. Details should be forwarded to:

Mr. Ian Hamilton,
Executive Officer,
T.A.F.E. Staff Development,
Hawthorn Teachers' Centre,
11 Paterson Street,
HAIITHORN, VIC.... ..3122.

No later than 30th September, 1978.

W.I.J. B NADEO,

Of cer-in-Charge,
Technical Schools Branch.



COLLEGE/SCHOOL

EDUCATION DEPARTMENT, VICTORIA

TECHNICAL SCHOOLS D1V1JION

TAFE DEVELOPMENT i!,1 OG2AU

1978 STAII i :JFVENr' ACTIVITIS

FULL/HALF YEAR REPORT

A. College /School Policy and Priorities adopted when allocating

funding to various activities to be supported (objectives).

D. Nethod of evaluating programs - qualitative statement as to

value of Staff Development to Individual and/or College/School

C. Sti.illARY

1978 funds received to date.

Total coat of programs completed. $

Total actual expenditure to date.

Balance of funds unspent. $

Total of unspent funds committed for programs $
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uw.o.w %avow Lir ILO 1978 PuuL/HALP YEAR COLLEGE/MOM

CRISP DETAILS Participant

Nu:bers

=1.....
Actual

Costs

Participant)

Organizer ) Qualitative statement

CI LEGE MITIATED (Title. Dates, Objertives)

(a) Settf.......aanksaceh Worlcohops, Courses

(15) 71stt3 to external o anij....,ationsetc,

i.V.121`7ALL't 211TIATEDIORGANIZED

(Ttrla, Dates, Location, Purpose)

(a) Seminars Colferences orkshots Co rus

26

267



APPENDIX 2

The Full-time Teachers Evaluation Report

Part A: The Evaluation of the Staff Development Program over the

previous 12 months.

Part B: An Evaluation of Staff Development Needs.
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The Australian Council for EducationalResearch Limited
IMECUIWC
H A Nayne, MA MI OJ dr) or wr.ir IPvemeent)
A 141N art)0%,,SIA MI c At* cbontl'Professor LI Nt., Iy.trtAnANIP ACN (1.1.no Proeda.ilC. A tiemev 111i; c1 C:).DELI PhD MACE
13,4:0**Aur p tLWerr.tt MA MEd CUD
DIRECTOR
J rip<oalvim DSc OnallcilkeseciPosiV4 d, PAC

C ti Y; !h 011aPrrl irft. T tgo41ii1 W
Cobloo "%caros wnIbojrno

PO Box eloHawthorn

t.

Our ref AF DS 1.4A 20 November 1978

The Australian Council for Educational Research, with the co-operation of
your C311ege, is studying different methods for the evaluation of the staff
development program organized by your College and the Technical Schools
Division. Since the staff development program is designed to assist both
full -tine and part-time college staff, we are seeking your help in our study.

It is particularly important for us to obtain some estimation of the relevance
of the staff development program to the requirements of fulltime lecturers,
and the difficulties experienced by full-time lecturers in attending staff
development ctivities. Of course information supplied by you will be
treated aslprictly confidential and only overall results will be made available
to those of your College and Department in charge of staff development.

Throughout this report the staff development program is meant to include those
planned activities directed towards improving performance on the job, preparing
the individual for specific progression within the system and providing an
extensive base of experience to assist the staff mamber in adjusting to change.
Some of these activities will be formal, e.g. seminars, short courses, induction
courses; others will be less formal, e.g. consultancy with educational services/
staff development officers or members of TAPE services. However courses
directed towards a formal teaching qualification are not included.

Could you please answer all questions unless they are not directly relevant to
you - in such cases you will be instructed to proceed to the following section.
When you have completed this report, place it in the envelope provided and
return it to

Thank you for your assistance.

Yours sincerely,

(q0(e-(41.---

Adrizn Furdham
Senior Peearch Officer

Lnc.
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ilian Council for tdoc Re,.earch

STAFF DEytii.opmENT PROJECT

Evaluation Report for Full -time Teachers

report forms part of d study of staff development programs in Technic:A and lurther i,Jucdtion. i,ll the information
c:t,tained hill be CMFIDENIIAL. Please take care to answer each question thit is relevant to you. The report has two
!t:ction:;. ire first section deals with staff development activities that you may have attended, possible outcomes of
the Ictivities and factors that affect one's attendance at these activities. The second suction is sore concerned with
determining whit you corvdder are your needs in the area of teaching and what are the benefits of the staff development

tnat you 'ac Aro p:rticolArly relevant.

PART A

Activities Attended by_YOU over the Last 12 ronths (If none, please turn to pd:je 5, 'Action IV).

Activities attended:

indicate the staff development activities you attended in each of the categories listed below.

Include: (i) type of wtivity, e.g. conference, short course, seminar, etc.

(ii) orgleinf of the Activity, e.g. coilege Lased, centr,!ly initiated, in,:ostry etc.

rcr .c- in Pr, Lco,.r

Secinical or Ares, (content to current work or to future work)

l'achinl i'ractices (emphasis on knowledge of specific teaching methods, use of audio visual equipment, etc.)

() Curriculum Development and ivaluation (the do:eloping and evaluating of new courses, materials or methods)

Orj,nization ( manA,;rment theory dnd prdLtice,lAil systems, finance, team skills,
fer,:rd planning)

hevelobrent (clarification of duals of school and ways of achieving them, etc.

(iriedin) fir.st aid and -,afety preceduw., tea0er's personal development)



II Chtngos in troth individual and college effectiveness can be brought about by many factors, such as increased

staffing, re- allocation of physic 'I 'esourees, etc. Consider now unly the effects of staff development

activities that Ea have attended. If you have not attended any activities over the last year please go to

Section IV on the next page.

(i) now much effect has the staff development activities, indicated above, had upon the following

pssiele outcomes during the last year?

Some possible outcomes of staff development activities

Increased your confidence in dealing with students

Improved your teaching performance

Introduction of new teaching procedures into your

lessons

Changes in the content of courses taught in response

to modern business and industry practices

Development of a team work wroach ;-1 reaching the

goals of the departnt Jr eolleje

Increased your awareness of the future needs of

industry and commerce

Increased knowledge of concepts and skills related

to yuur teaching

incre,:s;:i your satOaction in teacling

5ive you a greater understanding of the total work

of the college

Increased your ad)ptability to future organizational

changes

krf.pared you for future positions of responsibility

Increased your commitment to the education;1 goals

cf toe le:rt,,ht or college

1.74;rmA your consultative contribution to outside

onilnizatiow,

ivl J, of infum,:tion cuurm.,,

.tc., 1:11:(:,ie.; of furticr education

Hr:

Considerable

CI

LJ

Effect

Moderate Slight Nil

, :urtiwr (Afect do y,u expect the 'JAN de4oloprI:ot (itidicAt:d obovoi to have Over
!. t 1?

2



III 414 von..ider those Oaf( doveloptiont activities In 1978 which you felt were most worthwhile and thono which

you tilt were worthwhile in increa,ing rair effectiveness as a teacher.

worthwhile activities (please give rea:ons)

list least worthwhile activities (pledsc give reasons)

IV Constraints that effect attendance at staff development activities

Various factor.. Are responsible for teachers' inability cr unwillingness to participate in 'acme ',toff

Pvelopilent

Inflcote for each of the following factors if it is of considerable, moderate, slight or nil impcitance to

.y2u by putting a tick in the appropriate Lox.

1 Cost (e.g, fcr tra el AO registration)

and /or persnnal re*onsihilitics

3 Difficulty of staff replactr:et

Reluctance to hreak continuity of teaching

;,roirio

Icamcnriate times during ,ihich activities

ore ptahned, e.g. '..eekunds

Inaaeguate cv4rcniction on tir port of the

urgoniters

Inadequate comrunic,tion within the :Allege

or ul,vance of nu:grams to your needs

r.cnr.orw,

(.,,Titra!nt t) f,r othcr

lyaltf,cicht a..!:Mance in f-.e1P,ing tcaci,-,r.
of treir c,wo ncedl

Ir.portance

Considerable Moderate Slight Nil

In n
El 1-1 1 El
17 r7 1- 1 1-1

r---1 [i I-1
F---1



V Aonlicatian to the Classroom and Workshop

there are 'Toy reawns why idea', expre.owd and skills developed in staff development activities cannot he
applii A t the ongoing activities of the classroom and workshop siteatihns. thole arc other factors which
facilit itt their introduction.

(i) lo whit extent did the following factors restrict the ;unification of ideas and skills you trained

fray staft development activities during tho last ear? elf you h:vt.: not attended any activities over

the 11,t )eir please, go to Part B on next page

or limitations ul

collo,;e buildings

2 General staff indifference to the introduction

of new ideas

3 Insufficient tire to carefully plsn for the

irplementation of innovations to cutricula

4 Inflexibility of timetabling factors

5 Not directly relevant to current curricula

6 lack of si.lip:rt from the college administration

? Other:

Considerable

n

iffect__
Moderate Slight

nl

El

Nil

Io whit extent did the folloaing Cictors facilitate tie irnicentation of ideas and skills gained from

staff Aedelapmorit activities during the year?

11,:xiLility of coliele adioLtrative factors

A'.istince from thc ',tiff of !AFC who pos%ess

exf,,,rti'a: in the area

Accevibility ano availability of resources,

includin; ;ipprouriate buildin an(.' materials

flf,--aperation aw; a-,sP,tance from fellod members

r)f. ire :,411,!1,!

4. 44- ,1;r col hp, perAbut-. l who deal with staff
r t 1:,1.(.. it ir,r; t '..ervices/staf f

f

2672

Effect

Considerable Moderate

F---1

r---]

F--]

[:::] [---1

f J f 1
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PART B

Evaluation of your Needs in tho Area of leochin

This form is designed to help you dotermi your needs in the area of teaching. A set of possible needs

are presented that have been derived from discussions with college staff and previous research. Some will

be relevant to you; others will not. You aro asked the fol.f,wing:

(i) Firstly, you are asked whether you think the listed skills and abilities are important to

your work.

(ii) Secondly, you are )still to commeht whether you think the skills and abilities listed represent

areas which require further development.

Then you are asked to indicate what your priorities are in rpgard to the benefits that may be derived from

staff devolopmvnt activities.

ysu are given the opportunity to suggest what appropriate activities might Lc planned for the

fortncomin) year (1979) which might assist you in your professional development.



statecents that concern the area of te:vlinl

WHAT A'.(E 'AM IYPRIAqT NE:
. j

. crt:ht :re t..!e f-.:1:,:no for ,-1J to
,Ifec:ive in your

of -,-r of 7s.:erhte ILt.le or

1-ccrt:h:e

Basic %hject natter - relevant to tta area :f scecialization in .nion

1: ,15!:Ci2::: with Plan5ir: ;na -

1:;r:sra::e t:a:-ing net7::s.

4itess:ent snd :721unt;:n :;::.are, - se'

at as:ess:ent pr:ceaores f:r

ricJ1:4 :ovoid:cent - the preoarlt :f new c:rs:a,

u: theory.

"otarr Covel:cnents in Industr and C::sr:o - :ding 2.2re of uo-b-date

and tte cnanging nature ot %::k egvirondent.

tinuino ?rofssion21 tnve.1:trut - nosiu ::11 staff Sevelo:7ent

relation to one's teach:n; practices.

Skills in a Varict of Aiwa - rot directly related to one's

specialization.

IC ,r -tent ;:u recjre further

::hce in

n,e:ec

1

nse'ft'H Students - in areas such as study cr:blens, j:u olacrent

:nal p-Jblaos. 7
- in dealiri uith fellow staff, students and the cunty

infcmticn, tei,g sensitive to proble:s sten they arise and

ng to tte cositivtly.

tint' Praltd.:res - soon as basic safety and first aid prscad.,:res,

2 of tno lolal obligations of teocners, tainterrance of records.

tto Mist:V1 of 7AFE a understanding tro relation betsoon ore's can

mializatIon and nt overall T;.E vithin toth the collo
slate%

:1112ntiry kd-tnistrativo Prcoodzros - intrce.::tion to staff and

.1..

E E

E EJ

4
El fl

1

!
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I LI. r'ut' 3 1 1 1 3 3 do ) 3 , 1 1 p 1 ( 1 ' ,ii of thew po ;',if,le here f it of the f development prograr?

r 01. fro. , 1 Jigtest) to 8 Wwe',t) the following benefit, in their order of imphrtancr: to you dt the

At

I An iccri ea ,Dnfideoeo in dV,Ilin; With both student-, dnd tudchers.

A 'cl2:.;h.tion by ctAledgue3 ir. other c. 111.2gos of d !.taff member's

c,ntrihuti.T to technical dnd further education.

5 :0 uri-er.Awimw; of the current nature of employment in industry

in: co :Twee.

An ipr3vement in inuividudl i.erformdhce in those areas which are Fart

of m.rm.1 work, e.g. tedchinj, tyfrin ;.

tte:t,r utili/dtiun of leisuretime activities a._; t teAll: of A richer

!evalc;mont of skills and knoalth* nut directly routed to current mffk.

lAe! ;IJiADA of 1 firm fosndition of relevant knc led.ie concerning

c cdertunities on which to ldse

c;., Jitial for thy rw:poncibilities of future poitiem, in the

or,;,nii,tion stdff memee di ;ht un prcmction.

Ina red-,e dptdbility of ..-Jdff rloraws to n Lf.;lnizotion found in A

un:ernoin., rapid technu!ogic1

Oti;er:

III %t!ff rivelor,morit activities fur 1.

Cart tin nec,dfl th it you consider inpc dt will htve been identified on the preceding p:Ige. You are nr;w asks

to .diTi.!%t wh:t ;:;4.roprite Ardtej am: thdt could lie implumented next year for your

y.0 wish to mHke tart further common, on thechl of the staff development program in your college?

3' "33jr ,} ,rot 43.

27f)
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APPMD1X 3

Head or Section Evaluation keTort

Part A: The Evaluation of the Staff Development Program over the previous

12 month;

Part B: The Evaluation of the Needs of Staff, Section and College.

ay
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AH Of if otR1r4111 LVA1 11/0101, :11'0111 011 1111 SlAff DEW:01111W PROIIRAM 1(11/ 10711

00JtiOn report is COneurne0 with tno staff dovolopmont activities you and your staff hove

2d over the latit yoar. lho definition of staff development activitios to bo used in this

Is to include b.th formal and loss formal activities, o.g. attendance at courses, conferences

4nd striners.; research; consultancy; service on academic hoards and cullego cemmittecs; induction

coursed; job rotation and industrial leave.

firstly You are asked to describe briefly the activities, noting typo and organizer, for each of

the categories listed. You are also asked to indicate approximately the number of staff attending

each of the actiitios. Include your m participation in the progran over the last twelve months.

Secondly You aro asked to comment upon the possible benefits derived from tho 1978 staff develop

ment program for your department. This will include those benefits already realized and those

benefits likely to occur in the near future.

Thirdly You are asked to indicate, with reasons, which of tho activities you consider most worth

whilo and which activities you felt were lease worthwhile.

Fourthly You aro asked to suggest those reasons that prevent some staff attending staff develop

ment activities and then indicate the factors which wither restrict or facilitate the implementation

of now skills, knowledge and attitudes gained into the ongoing activities of the department.

Narr: of Oepirtrit:

o
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NO. .cl-flMf STAlf:.

ALIMIIIS MUNRO: Ply,.p, ledluato the staff development activities you end your staff attended in each of the

cltydarit-, llstod below. Include: (1) type'of activity, e.g. coofervnce, short cperset, seminar, etc. (ii) organirer

of the activity, e.g. college bawd, centrally initiated, industry initiated, etc.

For 1,;1-olo: loom Touching Modulo Orpgr,o centrally initiated seminars.

Approximate No. of stuff

0) Technical or Specialist Area (content specific to current v.erk or future work) attending those activities:

(b) Teaching Practices (emphasis on knowledge of specific teaching methods. Use of

audio visual eouipment, etc.)

(,c) Curriculun Development and Curriculum Evaluation (the develo;)ing and evaluating of

of ne, c:,urses, materials or methods)

281



Mandgemont and Ortni?ation (modgement theory and practice, IAI I y trio

linnra, tem skills, forward planning)

(0) hod' '-ental Develcr)ment omphasis on whose staff of the department

TaTriication of goals of department and ways of achieving them, etc.)

'I) Siir.:_dia (including first aid and safety procedures, teacher's person711

drivel* meat)

274
282

Approximtn fin, of staff

attending therm antivities:

L-L1
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IIII Iillf.tlullntiti 111 !Olin ACT IVII II

11 Lhouir in tioti individual and ileparvutll vflori ivonoyi con no hrc uO,Juk by iu,ny lortor.,, nnr.h ;I!;

Irlirt',1,1%! A11 I 1 loc it ion of plipit,11 now the t v(11.; of staff
dovolovrrent Act that you and your stiff have ottondoll.

rorn i r fret 11,1:3 tho staff ilovoloLthynt octivit11.5 upon the following during
to! I it

Effe6t

Solo Irus.il to outcome of staff devoloont activities Considerable oderete Slinht Nil

lure ,aa confidenco of staff in dealing with students

Improved teacning performan,:,. uf staff

Introduction of modern teaching procedures into the

department

Cli!n,w1 of the content of courses taulht in response

railer,' b,Jiness aid industry practices

Develcvlat of a team work approcch to reaching the

gu)13 of the deportment cs college

increased awareness of the future needs of industry

oad COT,:".2rCe

Increased staff knowledge of concepts and skills

related to their teaching

Increased jot) satisfaction e%ngst staff

Greater ui.dorstanuing of the total work of the college

increased adaptability of staff emhers to future

organizational chan5:s

Prrparation of staff embers for future

rosponsibilit!

Increased ccr,;litment of stiff to the cdubatio:,a1

tree or c.J1le

)rsv.:d consultative contribution of staff to

C ti 1e erTinizations

Al tee exchanqe sf informition about courses,

(,:f.c!en iAFi COlif:VS

(!!bT.r:

275
283
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It 11"t further pftput do poi expect the p t.1 If th lorPnt In 11.1vo ever the next

ponue.:

III tij,4 cor).;ider those !;tiff developni dLtivities in 1,fi7 you felt wdre rust 1.ort6Thi1 ;Jul thou

you felt ucrC 10.13t 4:orth...hilo in incred.An,) the et, .tiv,:ne,,s of both the individoul 5taff

rer.-1,or ind tlid overdll deprtrent:

cost m)rt6.4hiht Activities (PleJse reAsom,)

Ictivities (P1(.1so :jive rel'Ans),



Al II t4llAt11,1 Al NIA! 1 1)1 VI 1111111111 1V1 I 11 S
.

1. ,n .tr,lint tr it ,it f oi t it Lod iri it Lift ilovo loycrwrt u(Iv!t

I o tor ill Iiirr,lLtr I or tt or (owl '.indo tirtt

I n 1 I o f LII t o Iluttli f .1, for if it is of con JirhL or nil iiiho Iti tLt utt inq .1 Lit: iii Ii inpriiiir box.

Input. imo.o

floilorote Sliliht Hi'

Cult for tri.i.1 .1nd trition ri 1---1

tic l'ur per i I i cspomiibi Ii ties = Ii
Difficulty of stiff t.1)1.1ci:7011t

koluct.ince to tiroilk continuity of nj

prorkra
[ [--1 [1]

cc.cnicAion on the pat of tfli:
x;

[ I 1 1

the col
1 1-1

of prOrItr to thi.
of tot,

[7.1 =
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w-e II :111 ii
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W11E41104 10 110 1116NNUOM ANN 111)11W.h0P

. I hyl aro in lily oa..on I why 111Y in iniprilshyll 1111)',hlllti dovn lupin! ,11'.tofl llyvn 1011101111 .II.!l,vifii t 11111,,I Ian

I hsi tki Ph? 011,11,inti oclivitiii of tho 1.r.,,roem mid wnrk,hnp ,llualiun,. 11101 .11 01110 r 1 1 ,11101

Incir introdurtldn.

) Jilt +twit I.tio fill t (hi) hold
,t 11 t v it dor With() 1.'.t tir:

1r6uf1 iciont matyrilll ye limitation:;

collev building;

c,onoral staff indllferenhy to the introduction

of now id r;

in-,ufticiyrt liar' to carefully plan fur tny

i4le,7cotatiun of ir.,-vationJ to cnrrincl 1

Inflelibillty of tire-tabling factors

Not directly relevant to the current curricula

and entiblished practices of the nohart.ILt .r

coll&qa

Lack of .iupport from the hullin!e administration

Other:

o

IIfrrt

rOdll d IV %light hi I

Ell El El

El El Li
1:-L1 Li El
El Li El

LT: U El CJ
LD El CJ Cl

To what extent did the following foctor; Linilitate 0;ilication of ideas and skills gained Iron

staff development activities during tne yeJr?

colity! dministrative factor;

. H Ir.:1 51. If f of TAU who posse...s

exbertihe in th.. area

A hces-, it); I ity and availability of re7nnrces,

incluArg arproori huildings ;Ind materials

%,,..o;.erItion am; '!..sistonce from fellow memhyrs

.th,! r.sileqc

hd support by ULsiness, industry and

crm,.ity grnJhr,

l'artkot!r persrAnr.1 who deal with staff

':,!..w!o;,ront P.q. herviccs/stoff

offier

Effect

Considera:)le Moderate Slinht Nil

I I El

El El
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LVAI0A11.04 Ill V0Ult MOS Ahil IhI. III Lb, Ut Y0111i Ahli. 60 011161r1111

terra L I to help you dotorminu tho , ()I your.,ulf, 11,1 I Mb

your f and ilopartment. A I lad. ..ection I-, concerned with then noels (,f

thu entire college.

A set cf onsible nccd Jre [13..t I that have been derived from dis

cu.7-Aonl Ath college r ^-hers, preview; rce.rr, and a reading of the

litcratur , be relevant to ye our dr!rrtr7.ent: other;

cot. xo asked taro things :

1

t I F.

Jra asked Ltether ycu think the listed needs are

to your o,-/n work, that of your staff and finally to

rill functioning of the department and collc ;e.

;:cu,1,7 are asked to comment ,tether ycu think each of

w:ed') represent areas which require further develo:17ent

rder to increase the effectiveness of the individual cr

de;artment.

Finally you are given tl.e qpertunity to suggest vhdt apprcriate

activities lirjht be planned for 1.,e forthcoming yell- (1-)79) which nilht

benefit the functionin-, cf the st,4-irtment.

2ss
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Of ARE WOR 110RIA1 iIEEUS 11,1 1HE AREA Of
AP,iD REQUIRE fnll ER Han El?

Belei are ten statements that corcern the area of rona7,: ent :ad :dminiotrotian

1 Kcowledn of the lAff Administrative 4t,4rk -

its structures, administrative procedures and key personnel,

7 11°9Stt11y -

its philosophy, current gaols and likely future developme1t5,

3 MI associated with Eduoationol Leodershio -

knoiledge of tcachiq learnin; precticas rele.:ant to fAIE, understandir] tte

17plications of current educational resaarph cnd the p.:27all ability fcr

education:A inruustion in ti:es of chan;e.

1.1tom.r.inf cf Prm,,'"r,s in Staff 1".2n,,,:a1t -

toff S:2;..4.it 2nd j :b salcotion procs:ures, the or:parotion of job

5 Skills of Staff 1:12727not

undorstandim,m, hum= relatids, t2(11:;17.9 t, :4
t interperumnal cormuniusti:n.

6 Financial !'anremsnt

," -4 1.,rmflskills in tud-o!} fiprclal ,n, ,) of co,.,y

7 ',:nderstandirl the P7cce.aures in Collre Administrati71

'sump
as suhuol records, en:Intl:1s and stuCant enrolmcnts, the ),"i7.7,

nJ

of tcn:crs, iro runnin3 of staff :-.mati7r,s.

8 :dils in one7e Administntinn

deciaion preoarir5 cutlissions and raorts, rn:;:rcn
od

ad;inisterin tuildirls.

:kills :: :.cite: :Ytra-irstittirnal "-!rrrent

reltioncnips 4it'l C:rritl i71.0;rs it 11 trif2 ricn1

cut .e.d croity

an. a,,) ; 4.
a .

-f 7t]ff t.e. 97!.:
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11A1 Rif[ lilt PPOP141 ft[ fit Of Ili[ f 1[11rja AIZ fEPPIT,,1 NI '',r.r..1.117,1 FualD [1

Below are twolvo !it:Ito:onto of possiblo nt.d i r tLchor5 of your ,!7:o]rt7,.2rt

.....1.1.01.1=1.1111.11.

1 utent.,:l Sqintl5ttcr - relevant to the area of specialization in Lhi:h
MIM1011111.111111.611111,11.11MMAINNOW

e2 is tetzhi:g.

2 lel:hill Skills Assn:let:I vith Plo:ninq C:ntot;:". Inot7:ti:n1 - di"'""')

.1 r,11 'A-
st:deo, teaching

3 thtsrstndir,Hissosores - e^lf;-,g

riprltsses=n wcire s.oehiave:nelriaoa t c f t4t c et.

; Skills in tvisoll:3 oroleptant - th2 prep:ration of now =sec, knev1rdee of

theery,

1-krt]nt tho

tho toothJo

yoor lnd eff,:otivo fonctloniq.

of 73;::r of 721.or]:.-.

:73d-iron, 17.-,crt.7. 17,!Lrl'(1111...

or ro

vI,Jr t?

in Y-2, eJ,

5 1r,:v1.4:1 of ',Ad2r7 D2oloc:!nts in Indcstr and Co=ors2 - teing ayare of or-te-data

rl 'Ts :11 to ra.re of tho 1.-rk orvire--,.'.

6 Skills in C:ntin±g Profossicsal Oevelcp:ent - diesn:sing st3ff evelep:ont

czos in cal:tin to one's teething pr::tices.

7 rINor.. and Skills is 14.2 triott of iirms - net direet14 related to cna's

:r2: of spe:ill',:tion.

kil n St4rts il,. "T' .1"""'Slsis Co:oll!ro , - in c.J U s .6.. . S "'."J. 7' .

::1 ;::51:::.

.5 c.J..kg .,n fellc4 staff, toot fto c:-:onity
m 04

in infilcoticn, crsitko to prohlo:s tt:n toy :ricn 1"J

..44; e0
1 w#10.0.1.. lowd

r"Mnr
1.+Ar" 0/ l'"4111 ('7""'"CS - r^1) 'S zn1

k::s41::;2 of 'O.: le:11 01:::tions of testers, cf rust ,t,

:f tno Pilo,: of Itfr. - t'o Prol'i"n totv C72 IS

;:C2 of :,';:*'11''et:an ta cv:11 prolen, vitls ton col]e:o

14 14, r,..1.19
10.1 410ewO.

!n.o,i1s11, F.Istlntar) C)f:t4.715 - intr,'Action t5 :t)ff

riPlar111 pin.m..A.i

T

7

7 77
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1e1,.4 arc tolve

lilt of 111

nc,,1 iaur- f T cot

M.O.* WNW.

1:7porIxdf 6 NA inllnwinl

AiliLin7, go II 1, ftr,1,n1-, 4

1,:FiclHir;":

rl',or litlle (ir no

14a171:

!I I. '

7 'I 'W
it iY I II

.

;'t

1 .2,Le431.21s1S±.1.1.111frieer relovont to the area of opecializoiion in

one is teaching.

.
.

2 Tieachn, S'Aills Associated with Phnt. and Cob-Jest:71 lbstbeotio7s

sto.lont ability, !rallying oOloct.vas, oboosi7g epprprlata ta::275

3 Understondin As:es:tint and [valuation .ccorderes :21:cti7g esd dosiloil]

:propriate as:az:int ;to:adore: :or stedent

Skills in Cur:oh:3 - the prep:ration of 7D =roes, bno.dlod3e of

curricula thvy,

7

5 !noviodoe of '.4flern D...0Po:^11... in Irdry b-d i,orP of

proo:dores
ad the cbonging notore 51 the vork obvirob:ent.

7
6 SAills in Conti7oini Professional Dovelo:oont di,q7:sibj :4 staff devaleob.ebt

mods in relation to ono's tcoohl7g pr:oticos.

7 1(7400^o .ed Sidlis in a 61e V:rioty of Arcas - not dir:otly related tP era's

area or opoialization.

Slills in Coe:selli71 Stedonts - in nn5 oeoh as sled? ;r:51:::, job pl:oo-alt

ad per= a1 problo:s.

Interoersonal !Els . in dolling uith fel1cy !toff, stedo7ta ad the ::7:enity

in :taring ibf=otion, to :on:in.:a to orotIon.1 tboy :,ioe :bd

responding to tt..:3 pontivaly.

IU Po./1.0, of If?-441 FirrP0 %ot as nal: !afety :7d first aid r000deres,

ignowitld.p. of the lop1 coliptions of t:lobars, naistononoe of root,

11 flPyl..44. of th, 4 l'fr ", PlotiP1 tP+,,Pris ob,'s
.Ir.rrfII111Ai..0sY.IrrMlw 11.E

:tee of :;:oiolization .77d tto =Jell USE rlo:ron, uithin both the

ad tte s7:too

12 flowiell of flonentlr It!iniotratile Pr000dores introdection to :toff :nd

financial tro;o:ed.
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111.r,111"111,11,' I Il II
I '11

Bela., are seven rJtjtrefik (ht rxis:cho or

Clear ectrunication beLcon all individuals in the l:7;nt :,uch that all aru

mre of depotental doci!dons relating to curricula, allccltiva of

rsotrceh, assoso:cnts, eto.

Specification of clearly stata.,f Aucational objecti,,T, far each of the

on.g:ing pre;rals in the dapart7a1,l.

islerme of diverse :pinions and values morning a7crliate teochinq

strategies, cerriculul c:ettn ond educational ;eels.

Cse cf the resources of all co:tera (.1 the depatent in the devoler:ent :f

educational practices.

Par:icioatien of depart!chtal staff in decisions min!],

a:lacatien cf res:urces, etc.

r..ontiacieg evaluatica cf decart:ental cfc]ress to ,-orris re::`ina its ]oals

these of Indivieual :T77rri.

cf cf Ahiq f.,']rt-t.).! t'...3t rch4.11.' 4,

staff ce:ter is clearly vete of his ro le.

rJter: M11..011*

. 29 5

111 I I d 1,1 '11
i 1'1

i

11111;1,' 1 i

1 I I H 1111! r
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1
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r!. Pi It 011!i 1011111 hod

ore nino otatmath that cacao tha runny) J1 3

!

r1C,n
crnnicot!.1

recellco a!leoaten,

icn:Itiyity t2 conoorn., J tho (.it'J!.ento co-n,sift in !'l

,i,etlio.hinerit of collon,o 7.11s,

f the :morn"., of indiviJo! st]ff I!!
:f tho C.

I,

in tecklinil 'pleicno. that 3'4, eel in :Ionnin,

:levelpents,

l:se of difforont n.e;ti c'
C:;f2;(71'2:1 ocelt1

i" 0,0 R.014,1 Af /014 171 f'4 P/11,01 r4',file;m1 rn!Iit'0hoot. ui 1,1w Lo.ol ILI J

i Dtvol4tnt of nei tttot:Tes and otnif role:, in re711ee to intorndl ri elternil

ormorts, ouch as thon fro' ireestry cr r,encrol cornity,

r.onti%ol ophrroisal cf the o/:31; .f the colle;e thoir rehtion to tho noon's

;r,2 o=eity ty all staff cootoro.

a

Cleer !000if',"'en of tne and reqonoltilities of eeo) (toff rrter in tno

colle]e.

Cl!ir conleniootion tot,'eon tho collelo end toth tor ond held offioo

t;tilization of on
intoreoto of iodiv.i:deelo vJto:Oo colloo,

toot in tnineos ceh7ercoi

f46,.,
J L. , MIWIWIlia..W

297

11;,

.1 (:'.11i.!!.1!:

7.]

---7

ass



C:4 LILO 1...c6,! 01,1 1.c. !'.' it I 1..1

i 1.,.! 1 H .0 .1 1111 't .!

P;t, c:,

1.1 till. 'HI

1

1.11 t 1.1 ti [1 i t

' !.!

1

2 rt;,. re-.)1.re-rInt-, of y--r

h,

7 Cr-.1,7'17it.;070 11

20,1



t\l'I'l i1111

111, 1 ,.1
1 4111 11 1,iil

CAI 1 ill. 1.1.'111 Ili .i.11 I 11.'1,01.11,

1'.1 i1 : 'I IL, 11, tit ill,'

ul 11 111 I ,,1 1.

1" "

1..111 1 lh' 1,111 11,,v14pwiii 1'1,1 ,,11,1 111 1 it 11)11 h,

1',111 11: 1'1 t,,ct ,11. thii ,.1

)



t:()N1' 11)114 l'IA I.

Z. / 111" 414 N H,1I 1414.44, r I r. iII IU4)

Program of Col leg St :u De.A)lopmeut

Eva lu It i on Report

The Evaluation of Staff Development

This report is intended to assist you in evaluating the staff

development program in your college. Evaluation is used here

in the broad sense to include not only the assessment of out-

COM05 resulting from the protjram, but also an examination of

those organizational procedures and ongoing processes which

lead to these outcomes.

The initial sectii of the report asks you to consider

tiv) management of stall developmeiir program.; in your college.

Ahe subsequent three sections arc concerned with what

happcneJ in rogard to ..,taff development in your college during

1978, what you see aL; the major benefits to be derived from

the program in the follo.Ang two year:;, and what are the

;liecific staff and organizational need:; of yOUY college to

14hIch the programi arc to he directed.

The final section a;:s you to comment on a number of

fact(m-; which may or may not contribute to the effectiveness

(,f a .taff development program.

41'



Mt tl. t i M t ( i t f t 11 ilFIt I .0,1,43,11 t It

Ilk' ot. (:;i.aff hoveluia4.mt inyonr

hae own Li,.;.hoJ..; e(.inluat ni; theiv

and 1Z 1..; quite cleal. thaL thel'e no one he:;t

iuo pulTo:se 01 thi..; initial scL:Lien is to brin,:: heiOre you

Ley th:iz 1.,21:10 to thO manam.?ilt of ..rtaf': developi,-.ont cnct 1;112C11 17.Ly

c.,ni-cibute 10 Coe eiCectivencJI; oi a college 1UAi develont progrzn.

1 lhe ElanageIlioni: Or the l;air doveloplount progrLim hray he the

re.yon..;ibility of a Si-.aff Developident Corainittee, huication ervices/taiT
hevo[o HCficer, a deted stafC IC hot', or a coLinin:Iiion

oi

(1) pro,:fahl iui tally iounaged

yo;:,- college?

ii

1;nAt do 'Jou a.; the aiva iita,gu.;/diadvaatago of this

oi 1,1.1aaoi;LNic!

hoth financial and in telloc, th.le,

1,1;if he d(Tendzait upon the identification oi

,.1.1if al orgHn,r.atioaal HCCW; and the subsequent

f. !,11C,1 a piocedure whiii dentifies

°I= both 'the ilfr and the

289
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organi....ntion which restrict its over;Al effectiveness?

If so, then please describe how this is done.

(b) D005 your college construct a set of stated priorities on hhich

to base the distribution of funds? If so, then please describe

how this is done. If your college doe:; hot poss:.:ss a set of

stated priorities, please describe how funds ale allocated.

ill SoL,c colleus require participants in !,tafi development activities to

col.iplete a brief evaluation sheet, of esent a report, on their

return to the col lege. Other colleges do not require al !inch repo-1e.

lai boe-; your college re(piire staff ule.iihers to cuwlete any

foria of evaluation repo i- after an activity? if so,

please describe the pre;:edure and indicate its ;:dvantages

or disadvantago.t. If not, please indicate why you

consider such a procedure unnecossury.

3U3
2 90



illould you plea:w comment on vilwther there is any procedure
for t iw exchange between !.,t a If' 111(1;A:en; of iii forma t I on

i:oa attendance at 5tal.: developm,..nt act ivitie!...

3u,t
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The 1978 Staff Dovelopitiont ProBram in your College.

I Please consider all the staff developwnt activities of the college that

have hecn listed hy the Heads of Departments. Also consider the henefits

ftom those activities that they have indicated.

III yoni' esti..intioat how U1LI) effect has the oveual, tit:velopn.,!nt

Hograi.1 had upon tho following post;ible outcotio:; i.11-1:1g the lit yettr?

tb IL' outco-,P.o3 of tilU

Staff locolo.->i7.211t
Consider-
Lhle

incroasod confitlence of staff in
t1.2aling with tudonct-'.

thiprovod teaching perfoitaanco of staff

fatioduction of t:odein teaching procoduce:;
Iii Co the oellee

Chang; of tho cootent of cour:;e.; taught
ia vpow.;c. to 1,',OLII :10d

induz,ti-y pra,.:ticez;

12,ovolopoot of a team work approach to
roa,:aiog tic o: 1: of th' departLlont
of coliez,o

itt.:rea.;od cr.larellos or the foturo lied.;
or indo.;try and col,aorco

increa.:od staff ;olowledge of concept,.
uod skills related to their teaching

in.:rea.;ed job satit;faction alilongst staff

Cteater uaL'rstanding of the total work
ihe college

reed adaptahility o ;tnIr t'i':;
co foiro olg:tatmtioaal chango:;

oa CUI ufturePicpsia.,1-i

oF le!Toasibility

!:i'Aff to ti

criu:aLiohal goals of tho cHparttictic or

11.1ovyd ..oir;altative coolriOution of
otn.,;tde otgalti.Lations

(..c!:in'c ul ito ti,rit: on

;;;; CUI I

3u5

ate SliFht
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Ii In your estimation, what further benefits do you think will be realized

from the program during next year?

11 Con:.idering the activities of the last year which of the activities

have proved the most beneficial to

(a) thi. individual staff member, and

lb) the or;lanization as a whole.

303



PART t:

Staff Development in the Forthcominr, Year_

Mere ate in possible outcome.; of an overall staff devolormeot

pl.ogram, and a numher of these have heen listed in the (.:,,.cci,;c

i d: at . Over the n.::t year diii out o

LW) k;,) you ico uilJ he oi jit value lo )..he ict 1 ye functioni!ll;

oC the colleL12 and 1 Li stafi:?

ii In ord.ir to achieve the..-;e out conic it may he 1.e,:e:;sary to direct tzi

dc.ivelopment activitiei; toward.; parLicalar ito. iid organizational

need:;.

10 thii; section you Ire requei;ted to indicate the current liectis

eC your college u; log the categuries provided. Please indicate Lay

group._; of !;tali to whom thee need; are particularly YCi0V;.1i:

e.g. full-tim.-2, part-time, n00-teaching, type o departrant, et:.

i 1 1:; 1nel0c1 1:ilowledgo of bu:;:ic

;;i1L1 :;u1) jeci:

yr.a::tice and Curriculum Peveloomn'c iacluJing

uhio:tnig ',.Hd planning ilu-,tiaciTon, evaluation proceduve,

,

307
2(.14



Manallement and Administrative Skills including knowledge of TAH

admini,.tration, leadership, procedures of staff management,

financial management, college administration.

4 Personal Development including understanding of a broad range

educational issues, inter personal skills.

5 Organizational Develosit of both College and Deparmen.,

including specifi:ircion and evaluation of goals, job 1,atifaction

of staff, integration of collcge curriculum.

lit Please consider now those outcomes that you have ipdicated would be of

most benefit and also the staff and organizational needs that have been

above. This section is concerned with assisting you plan

tho.: activities that are most !ikely to alleviate college needs and

plodie:e the desired outcomes. Firstly, would you consider what are

ti I .ijor i'aLtor-; that constrain the staff development pro;l.ami, and

ihea upon the potential value of ;t number of staff development

N, far a: your need:, are concerned.

3US
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1 Colleges have suggested many systom-wide fuictors that: livdt the effective-

ness of the staff development program. A : lection of these is presenteC.

he low. Please indicate the extent to whit you consider each factor

teti.icts the effectiveness of staff dove ..ent in your college.

1:;;tent of Effect

Cons I de r- Node! -

able cite SI i Cat N i 1

The central approval of funds from TAFF:
for interstate travel

1 1 1-1
The present policy of allocating central
and college funds for staff development F--1
Provisions for staff replacement while
attending short courses, seminars, etc.

I I El
Provisions for staff replacement while
participating in longer term activities
e.g. industrial leave

The amount of support offered by TAIT.
Services ani TAIT Staff Development

Regulations that limit participation in
certain activities such as industrial
leave

The amount of funding available for
mounting a college-hased program

Distance required to travel to stall
development activities

The present form of initial teacher
preparation

The amount and typo oC industry and
commerce in close proximity to the
college which can provide practical
c;:porience and consultation

The Lb:A:nee of a permonent Scnior
hdh.:ational Services/Staff Development
Officer in the college structure

An increasing tendency towards the
jiuo tic accountability of the staff
development program

lime range of centrally initiated staff
d,:velopment activities

Arlekdan::c at smff development
alivillo not being used as a basis

piomorion

P' I o, aim .e or c:Idierf; to brcak their
,,nr,w4ity of teaching a program

3

El Lii EL [Iii

LIII 1-71 1 I [-1

r-1 1-1 I I

[1:1 LII EA F-1

Liii 1-1 El-

l= 1-1 1-1 1-1

El El 1- 1

Lii El El El
[ill [1111 Lill Ell

1.11

Ei LA

LIII Ell EA El

Ill Lill 1117.1



Below are of strategies which may characterize the staff development

pro(!-1-am. How much potential value do you think each would have in achieving

the out you have mentioned?

Organizational development strategy
involving an external consultant

Shoit term visits to industry
observing the use of modern equipment
and the current work environment

Whole term release to have working
expc ri once in industry

Short courses in administration and
ti each ing methodology

Conferences fur specialist areas
organized by people outside the
college

Visits to other colleges to examine
teaching practices, administrative
procedures and curricula

Workshops, demonstrations and training
programs organized by industry and
coramen.:e

Residential programs for senior staff
focussing on management and
adminizrotion

Consultancy, utilizing the resources
of TAPE, educational institutions and
industry

!4cetings of colleagues with common
'specialist' interests, (e.g. subject
asoclotion meetings) eithei in the
college or outside the colluLe

pr(i:;enc of a permanent siaff
de;:elopmilt officer in the college

Potential Value

Consider- 14oder-

ahle ate Slirht



What other type of program do you feel would he e I belie fi.

I lease a 1.:o indicate any in-o.; mice you might require from members

of fAii: ces , i IldtItIY , comp' yet! C. iii the imp I client at i On

t11 your Co I lee st a ff dove !opulent pcogr.no.

...

4 Po you wish to 1a'C any further comments On the operations ok' the

!;taff development program?

ic (;111' i !it ;1i1c1.

ii )
; : ; I r I:(11;c. ;It. I oti;, 1 1;c;(.;; i Ii

v--
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HOW HIGH A PRIORITY 1)Orl; YOUR G01.1,FGF PIACI: UPON

TM. IIPNEFITS OF 1111: GTAFF HPVFLOVNENT PROGRAM?

thd) L1,'1'1ved from a staff developmolit progt;:m 1,!:iLe

tho
r,,,n,:13e: in oy her

,n1.1 cb: the

it.: g,Ial ;. the hcnefiZ:.; :-.1.ny hC I:01'%2 C; C C

l:;1.: L;101' i)0 tiles college or till oif

ir.ipfovcs1 jol) On the of Coe

)11in.i tbeli be oNcc.t.'cd to follow.

ilelow Ire throo lists of possible behefits deivhie 'from a

progfam. lhe first list of benefits arc that Ari2 diacctly
..,..lated to rho individual staff m;)mber; the second are those related to the

Cu11tti0nin3 of the college; and finally the third list are possible
oenofit; that coace-in the whole TAFF, How high a ',YrioritY 110 1101.1

on eacb of these hon....fits as far :.r; your collef;c and staff are concerued?

To help aoswer this question you are asked to place complete the following
exercise, which is designed to indicate those benefits which you believe arc
o: higher priority at the present timo, and those you believe are of lower
priority, Yor aro ol given th opportunity to include bonefits that you
feel arc of imprtan,.7o and which 11'ave Jot boon included.

I: 7,11erit.- of he dovolonm.mt procl,x1 for individual
t7.7!iJioi:; or vour

fa) 1:ead through tie list oF possible benefits to individual staff
that 1,:dj 1.,2!;h1t staff developmoht program.

(4,) tro itul....;11011: How hip,h a_priority do you place on each of
th,!sc beheit.s at the present ties as far as your colle5,,estafitale.
(_:.oncerned?

1. Rdnk older each of the benefits from 1 to P. To do this place
,1 I in Tile coliril,1 :tirke( PRIORITY against that benefit which you consider

Uc (it" ill(;d1'.!;1 r)ri,)rity. Place A 2 in the PRIORITY (.olumn agaihst
1;1 ohi cr. yo-,1 con:; i dor to he next in priority. Continue through
t!i- antil you hive placed an 8 against that benefit which is of

;

' hio.,1) 1 hilt you value 1, 11111c:11 were not ori
:ion ar,.. 1,, include n pro..-Alitro.
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ihis step involw; scaling tke priorilics indicntcd in !:;tcp I.

11 to he done in th following way;

C.11).;ider that benefit you have said is of lca..;t._ pliority.

ihis heneCit you will f;cale thc benefit whitil you have
is oi 1:ist 11G'J. _

than that %ihi,.h you 11;!.:0 said is of Ions::

that benefit a ilui.10ef which ye.fic,:tn tialt raLle th
in the coin:nil laaed

kii) iiou the benefit which is of no.: :t hH1c..:;t priority. ii(s.

way impovtant is this Lioneliv than the 011Q i*.2-,o6i0toli

peceding it? Assich it a numher that veflecs this "I'L:0 in tin:

colu;m, and againt the relevant benefit.

ua tii) the in tn;eci:din.: uCuu & i impoicace,
a now inclr fof eh ivaT..1 1;1CiVu to tilt itimoa.a621y
procediail it: in importance.

L of the ',taff 1ivo1oment orw!rzim toe the col lee
or:!aniacion

l'rec,.e.,1 in 0 t ;ine ui hi i to that with
I .

r 111 : 1;;;-,o Ci I the vel the

Pro,_..ed in a mliallor to (hat 1.

indicate tho.ie fiye benefit:; of the .;taff dcvioc
thin aye

1r,wient. t.0 us fa:
;lad s;..:1C: are cum:eine:1.

3nci 313
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How it a priority do you place on cuclt of these pw;sible hepefit!; of the
,;taff development prog:om as far as your college staff arc concerned?

_ ,-- - .---,- -
ib le honi.fi ti for IiL' individual

I An coa:idoire in tlealiaLl with
am aaJ toacher.:.

2 A re-,:o:::nitiod 0)' collenues in oor
2ollo,; of a staff 1,1C11:00TIL;

CO rejloical and further education.

3 An undorstandin of the curicut nature of
employmout in industry and commerce.

4 uement in individual poI'coIJwo
arca.; waich aro of normal

wor: , e.g. tenjiing.,

Better utilization of leisure-tin.-
activities a result of a richer develop-

0 1 ii i iti.I Lnowledge not directly
related to current work.

o The provision Of a firm foundation of
relevant knowledge concerain career %nor-
tunitic3 on which to base future deci sion;.

7 l'2-c.0:irati1)1) for the iv:;p011:;ibilit lc 01:
future positions in the organi.zation a
stuff rimber might assume on promotion.

l lacreas-d adaptahility Ui the staff Memher
to an organization found in U sociuty

icchnological change.



II Hew 'nigh a priority do yin; place on ends of II hese benefil -; of
staff dovelopi!,Iit program as far :is your col lege is coliceiale,P!

Pos.;ible benofitl; to the CoilC_ as nn

orgnaization

I A fu:itering of profe:;sional contact betwcen
tea,:hing and non-tonching staff.

Thc dovolopment of a co-operative approach,
involving all lovols of the in reach-
ing the goal; of the college.

3 A stronger commitmout by all staff, both
teaching and non-teaching, to the educa-
tional goal:: of the college.

4 The dovelopmont of a wor environment wheve
staff aro $atisfied with their job.

A ;:.pro accurate prediction of posil-;iblo

need: ; of the coirounity which the
1;erves.

6 An increased understanding 9.' all .Tcalf
of toe total work of tho

7 A wider introduction of modc.1-o
techniques acro;;:, the coiloge.

8 The dovelopment of new college curri:ula
ih re!;ponse to modoro hilsines and
trial prnctice:;.

9 l, ef4'ective ur 111) CO

o visual re:;ouree.; in the college ny
L,,rh !;:off and :;;Hidk..ni!:.

1!) An i

r i ; i I and o i l i scrvice...

Mfirt, cficctivu of vocational and
r.,(nui coin all !;(21'1/i Cli:CCI A

6. t

31531)2
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III How high a priority do you placo on each oC these possibio boncfits
the ',toff development program as far as the FAfl system is concerned?

Po:;sible bobefits to the TAFF system

1 Cica-.-er potytion by TAFii auLbiri tie:;

of to concerns and views about policy
hold by stars members.

Provision of a research basis for tilt
development or pol;cy by TAH airchorities
(e.g. through ro)oyts of inturii:aise and
overseas trips).

Fostering the ei:chanv of information
about course:; botueon TAH college.;
throughout Australia and thereby
faeilitating the balanced developm..nit
of tb' TAN: sy;tem.

.1 improved consultative contribution of
YAH. !;taii Co outside organi::ations,
e.g. business and government bodies.

Raising the crodiimilL a; a
component ut post :;econdary education.

U Improving the contribution of TAFC.
authorities to COUY:.U; ut teacher
prepa ra t i

7,03
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APPENDIX !;

Part-tirc,:. Teachers Evaluation Report

Part A: VaL:tor'.; that Ailect Attendance at Staff Development Activitie.

Parc B: An Evaluation of Staff Development Needs.

included in thi: Appendix are:

(i) initial letter to
1 rt-tim:2 teacher;

(ii) first follow-up letter;

(iii) second and final follow-up lctter.

317,01



Thc-3 A1J F)troliciri Council for Eckioulticpt-inl F-lonnorotiLirriitod
.4 I.t1 I.

A It11 1.11,.....1.1.,11
A I 10110. I F l I, 40Ito

I ,..If 4,141(0'01 A, u 1, cps 15
, 41,011, 1. . I 1)1.1114111 r1. Oa, I I 1,1:4 ol 1

111%11'. It I

,L,I.,1001.11,11/.1,0 Al...61

Our ref AV CO:.; 1,4A

I'CII'Inx i ,117.1 /-Itivvt VI(V.11
. r 4 VI( I (1I AI IIII I I; ?

I. /
\ / (.111)11)fl /El M(.1tiNtir tin

The Australian Council fo: 1:ncationai lloseJrch, with the co-operation of
the College at which you w..1 be a part-time lecturer during 1979, is
studying different 10,.:thods for the evaluation of the Staff Development
Program organized by the Technical Schools .Division, Since staff development
(or in-service) activities ar designed to assist both full-time and part-
imc college statT, we ;Ire seeking your help in our study.

It Is particularly important for us to obtain some estimation of the
relevance of the staff development program to the requirements of part-time
lecturers, and the difficulties experienced by part-time lecturers in
attending staff development activities. Of course information supplied by
you will be treated as strictly confidential, and only overall results will
he made available to tho-,e of ;.our College and Department in charge of staff
development.

(. :.)uld you please complete the attached report , place it in the enclosed
rftyclope, aid return it to me by

Fli,un.. you for your assistance,

Yot r sincerely,

Glie-e4D

(Irllf IN 1,1

;:.1111,r PAy,t;,irch Of ficcr

f In 1,. u1 1,olett

31S
flIIIIII,0-3/1/11 ISH 1001r017h Ur unr0ent,0,,,



t.) i. 1-1(15na-Irc-11
11.11.1.

)1 ,11 I+ .01 41 i 0'0 4.4.4 ", If A I , n 14,60a 1111/. "Ow, i I I f., .1,110.1, 44,01 10. t` 11 to, l.% 11,, 11' 1;.1 Ili 01'1,1 1 6UU I). 1.11 Nig 11 1 ++1
I.) + It 1 r "I

111''. (IL,' ,011t 4,11(aLle F AC L

Our roc AMP CGS 1.4

/ I r pc) '11111tIvv1.111)ril
V1t.111(111 At ofitrtthit ';!1) TIth,litliitul f() 1)111111;'71

/ In r01ollyitif.lfl

A short time ago I wrote to you about
our research study of the StaffDevelopment Programs operated by your College and the Technical SchoolsDivision. With that letter I enclosed a questionnaire for you to complete,and a stamped

addressed envelope for you to reply.

So far we hive received replies from a number of those to whom we sentquestionuaiYes, but. it is important to the success of the study to have anearly complete set of replies.

Eowever we have still not received a reply from you. We would thereforeappreciate your completing and posting the questionnaire as soon aspossible. If you have misplaced it could you let me know so that I may sendanother?

Yours sincerely,

Adrian Foreham
Senior Research Officer

319
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Tho A(.1E:AA' inliinn Gout for Uduchtion{:11 Fint Inorch Limitod
U,O.Ctilv,,V, PIA I-1r, x 'O'ICI 1-itwothnritu . III., ,Ip ki %Ali .i ti ti :, I 0 ',I.so II Jai li s Vic( (11111 At irti rillial :Ili .;!. r.A.ahtli vu i). III , r ,N,.s. k., t., MI, in. , 1

( I.: ) i iiii 51 /tit ii %II (11'.1) (11i i l ! / i1 to ,,,t,,,f $1? ,yit,, (1,1.1,1$ GI. t.t.. f At CI fli i , on 10,11 \ N., ' L10.11011 /%1- Of 011 M1111.1111,1{1t j :0411,1W-1v U., I ., /1'01 tll'.( IP.,t, 1..
(I1., Ilta:.,nso t :,.,,,IA. ',""V.,1'." '

I ,I 4l , : TI:41
,.c ..tict,41,113th C.1,,,t',111Ll NW' -.1:0. A

Our ref Al) F Mit 1.4

Recently 1 wrote to you about our research study of the Staff Development
Program operated by the Technical Schools Division. In that letter I
explained that these programs were designed to assist both full-time and
part-time staff in their teaching. In particular I mentioned that we were
trying to assess the relevance of staff development (in-service) activities
to part-time teaching stiff.

Although we have received a large number of replies to the survey, it is
important for all staff who have been surveyed to reply. This will enable
a more useful policy for staff development programs to be implemented, and
one that reflects the views of all teaching staff.

As we have still not received a reply from you we thought you may have
misplaced the original questionnaire. lie have therefore enclosed a
replacement with this letter. Could you complete the questionnaire and
post it to US as soon as possible?

If you do not feel that staff development activities arc relevant to
your particular teaching job, then could you return the questionnaire to us
with a note to that effect; also if you do not wish to complete the
questionnaire could you return it u.ianswcred. Finally, if you are not now
a part-time teacher at

. could you still return a
short note stating this. In this way our records will be complete. I

would like to assure you that information given on the enclosed questionnaire
.:strictly confidential to myself, and that the questionnaire is numbered

only for mailing purposes.

clad! ngin I !,tr'2's that it is important to the success of the study to have
nciirly complete !&t of replies.

Thank you for your ii!;i:iranee.

Jour, Sin ere1y,

11 r l ;tit i:,.)r-dfir.;
s t k hrl:I it i r

30
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admini!ltraLion that. arc impo:;.ant foc you cficvive

in ;oui. job.

vou are a:-.ked to indicate which of those important

a1e,1.; of management and adminHtration you feel require Curt.her

dovelopmcat.

Thirdly, von aro prk..!:ynk...d wlth a number of area:; 1_11;0- relate.....

to the 1'tlnct.lo!!!I!i of o college. Again, you aro a!;;wd to

commcia upon the importance each to the eficctive running of

the college, and to :niggost tho.;(s. that may require further

developm2nt in your college.
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APPLNDI X 7

;* lif Dovelialnient Officer; (.valuation 14.-)ort

Part A: The Important Staff Dove; opment Need:; of S-caff 1).2ve opm2n t

Offi con).

Part The Important StIff Development Needs of Full time Teaching

Staff.

Part C: The Important :itaf Development Neethi of Part-timo Teaching

Staff.

Part I): 'the Important (Organization) Development Needs of Departments.

Part The Important (Organization) Development Needs of the Collef

3 )0
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PART A VIA1 ARE 111 1:,70RI:41 GELDS 11611 CO:;fER:1 1'0113 P,Olf AS EDVCAIIC I SERVICES Off 73

ielow are twelve state:efts that concern the role of Cducatiof Services Officer

itnItant ore tte follNin for ''Cu

to tote effootive in ,,cur ,;:t?

of tojor

irportanoa

1 Skills of Persontl Counsellinl - knowledge of coders appr000tas to counselling staff.

! Skills of ocation21 Coonsellini - knowledge of courses etc. related to tenor ecv?lopront

of staff, knowledge of different career opportunities both inside and outside 1ATE for

staff,

Ancwlsoce of tte 1:a Adninistrative Netvor - its structures, adninistrative procetiures

and key personnel.

Skills trnint and velment octivities - in a 'wide variety of

fields and utilizing eoult learning techfigues appropriate to teachers.

Prr,res of evaluation in education - knowledge of different forts of evaluation

applicatle to oath tenter effectiveness and organinfirnal effoctiueness, design of

ova12::ive instru:ents, i:ple:entation of evaluation strategics, osseoscent of staff

and organizational needs.

ninqstrat,i!_iallf'Urcerst:na'r,ofA.tvyrdPra:t structures

wit ,.t organizations, co=unication networks, typos of Cecision taking, tett.ocs f

goal setting.

- use of tedern audi-visual oguiornt, etc,

aplicotion of opropriate teactlirg

practices to prtioular fields and streacs of study.

;es;:fron in Elueatio- - including develop:ant of new prorcouros for staff

de7e1oottn1 on: neicrgenizitienal strt;cturos, ossistirg rcoeer0 activities in otter

1; 1.

1."n 4 1 flPi AI rd!.01i.;"11 41.P . nl'10P1 .MWIIn'.0"' in,...d1:rdwe,...06.1

r4'.:V41;n11 ;Sir.7.:4.4";11 ro::::41::1 271 ;`::114:X;t10

"A inlr^;"" ourricul,r 2-1 or-arizatiori,

0. ',AA. .1
4f!'nrces in totter oollon2, in if::ustry and

in oiror ou,:it,:fil instiLtions,

333

of 1;!41,

or ne

irortefte

la t!'.2t vtc:',t do ,!u rquire

forttor co:letonoe in each of the

:723S

helpful not

but not noted

,r
...cossory Et 211

E
7

1111I0Oft.

F

1
Yaw..

4.1.14

LJ

%MM.

irrabor

row.

F
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;RI B
ARE IbE Now 4[[03 Of INE fOLL-IN IMERS all '1'09

COE( RAI REUIRE fLIND HINPVIIT?

Auw are stotonnts of possiblo for tcao'noqs

Iloa ilortont do ou thisk to follNirg sills
rooy full -tin tcosors do

sid abilities oro for two roll -tine toss'nts of 7.1 rr,oire fdrt.or mistonoo

its offcsti,:o fontionis? in onh of tho ;nen;

of r.3;sr of r...:;!2r:!?,

;,rnrf,,,r1

tnouletoo of osis rottr relo4pt to t',3 7:3 31 in

c is teaching.

leachin Skills Assctiotcd with P1o,oini ard
.J1:;7.scir]

st.lont zbility, c;.,cosir)

4.;:c;rioto moos::nt ;r:,11.Jos for sttnt

Skills in ttifinitro 4:11::nnnt tho prz;:.;otioli ci t%rtos, of

cztri%lo thoory.

yy MAWIDOM4 of M40401 N1.41An^Ahh. ,.1 tp .. .. .1.3/1,1of Ybliya,Yamy,..3 , j. yyyll y y Yf .4 y,

"."4"6" -1 "3 C:""i"; W"ra of th3 usrA c%7or,:ont.

Skills in Ccntinin Prsfossi,:n11 Crolonst :4
,toff

tr

gZs rolotirin to c:': tohin3

. rot dircotly robtol to '721:

treo of s;niolinti:n.

Skills in Cc..instliino :rocs oc:h :5 plrcncst=Elm

pro:nol

Inttroors:ral !tills in .111in2 kit follcu sto:orts oo to ,:cr:onit/

i3 s:ving birg cor.sitil to prc2::5 zriso

rew.ling to th:n posit:111.

Pr!:c1..ros v:sh to5is i"J .01 r. .

"
EE i

C, 1:;11 011:3!1:71 Of tn,t1r:1 7:1'.:'-'" r."4".

7

7

7

7

of littlo or 21

7

.1110101

- nortoodirl to ro1:;:n tolvoon cro's

3%3 rf :;::,ii:::: ttl r.2t311 ;rc",;on, vitin tot to coilr:o

s t7ti

r.:41!:;!
Prnst:roi intr=tion t) r.tIff

uJ 335
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PART C 4A1 ARE IHE NORIO! HEEDS OF fhE PART-1M lEAChERS OD YOUR COLLEGE MI REQUIRE 111,,ER OEM.C7INI?

Below are tvelva stotvents of possible mod for toochors

AILIP.M1.41111.17111NOWOMPA

Iloa icportont do think the folloving

one obilitics or for the port-tire too:hors of

poi* college and its effootin functioning?

of cojor of cooroto of little or co

i;ontonoe i7corton:e i7port000

1 Kr,ovl.dze of 8151: '"biort !titter rolovont to the of ,,,,;a1i7atil

c is tz:Oi:g.

2 Tom hdro Associated with Plonair, and Conc'uotin, lostr:stions - diognosing

st14ont ability, pociflog 03cctIves, ahoe;i1c; qpr:priote te:ching cothot.

3 ...............zot2cdEolllotstztr,Aotovuot____ionPrccotros colcctin) :cd deolco:cg
arw

Pro;r:otO os:z=lt crcoodros for stu:;ont :ohiooont,

:1 tc ho oio oqi115 tztit0 On=t tcpt f now
c
f

ari:l14; 14:710

5 .............7,2ntsinindustr::/1 - :::re of op-to-c4.oto

;,r:celz, t J to ch4:9 cotura of tho ,VI r cciir:rzt,

1

Oevelo;:ont
o; sic

co stoff dovelcont

:ocos tolotin to cco's to:Ching cr:oti:os,

. cot directly rented to ano's

area of :;nialintin,

8 2itzls - in oroos cL.:h :s cty ;rolo:s, ob pl:crent

or. prz:nol probl:::.

9 1.,:mtr.,4131 - in 631171 with fell:v ctoff, rd the ::7znity

n ;nor::1 consitil to bl:s ts ho err
onnro L y ie d

i

r::;:ro*; to t:: ;:oii'mly.

1: of
Ilot4nI:,A ra :r h '3 tSi: cofoty :ni firct oil r,rm,m''.ris,

V V1 lo;o1 01::otins toochers, :oint:7,:coo of ro,:ors,

od11'., of tre Prr tsticnc tro to.vn roofsvr l .o.

oo :cd Pry mrall

0,0 . ko' :V! *,;10

!,!ow cony port-tire teotters :10

you think rcouire ft:rther es5istonce

in co:h of tr.:: follon5 oross?

o foid co

to:hors to::hors tearors

I.

ralrlft

rla

Li]

rir,!torl ict7:toton t"tffi o 3 7:J

1ft7oncial

34
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PART D 4MAI ARE DIE IPOR1ANI AREAS IN Dif MIN Of TOE OPAR1rEMS IN YOOR COLLEGE INAI HOOK ILITHR EEM.57,517.

ieloN are snen stat::ents that concern the running of o dzparnt

1 Clear c,..ronication oetdoen all iodividols in the deport:ent %oh that all :re

el.:re of do:art:vital dooisions relating to onicslo, all:oat:on of

reso:rces, assoso:::ts, ct:,

' S;ecification of clearly stated oducotional object:vas for 000h of the

on-ging or:grans in the departnant,

Toleronte of diverse p. ions an d vahcs :oncoming :7414Tiate taecnil

strate;ics, ctrriculn or,,ntont end cd000tiooal rjoals,

i :1st of tre roc:erns of all cooters of the do;artnont in t'l do;e1o;ront of

rz ed.:etc:1o' ;notices,

5 of de;ortental staff in d::isi:ns reloting to :xi:ale,

al"f,:ri of re:our:es, etc,

:ottintin; evalootion cf do;ort:ental ;rogress tuords reaching its 'goals ri

to:a of indlvital prograts,

7 S:eo:fioati:n of lines cf res;onsibility vithin the d000rt!ont so that eo:h

staff ,.rte is clo:rly mre of his role,

:then
..1.1101.110.101=1Me

3d 9

low i7portont do you consider each of

the follcving :re in the effective

running of a departent?

of r.o]cn of r.cdcrote of little cr

i7portanoe i7ortrce ro i7ert:rce

7lag.

H:nd reny docort:ents do ;:u

think require farther act:stance

in cooh of the follndnj erns

fcw

d7p:rt7.. :nts dainart:ents

E

Li

.1.411.1

l41

141
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PART E

Of ARE id 1PPORTAN AREAS IN Ili RUTAIRG OF YOUR COLLEGE IRA! REQUIRE FURTHER CEVEETIT?

3elek are nine state:ents that concern the running of a callep

1 Clear camnication between collcga deprtoents in otters cf curriculo: policy,

resource allocation, etc.

Set:twit) t: tee concerns of the staff, stud:nts and unity in the

estatlisttent of collop pals.

3 ailintion of the skills and interests of individual stiff :::Cers at all levels

of the college in tackling problons that :rise, and in planning htur2

Cevelo;:ents,

4 112 of different nett:ds of dscisioo-cakiel (esg, hierarchical) c:::;dir3

to the note of tte or:tin for Ltioh a dzoisi:n is rcouir:d.

7 OeveLgat of new structoros and staff roles in nt,n11 to intoroal cnd orternal

:assures, soh as ',to:: frco industry cr tta ccooral c:::::ity.

CootiLal occraisal of tta scats cf the colic; and elation to the ends :f

tte c=cnity ty 211 staff =tors,

7 Clear vcification of tte duties end ren:nsibilitics of c:ch staff natter in t-e

college,

rl Clear cc:znication tete= the calks! and toth other callosea and head office,

of the :kills and interests cf individuals outsile the

mono in :u:inass ard onerce,

341

1lLa inportent do loa consider each of the

folluina cro in the effectin running of

a collop?

of rajor of c:derate of little er

i:crtance iprtance co 7;:rtancel

E]

E

111.11

../.11

L

L

IMINP.11

E

7

E.]

io tat clt:nt do pi thin,4 can cf

the nine ores listed below racuires

furter da':ele;nent in v:::r callre?
WENN.

helpful tht n:ne

cn:ential rut n,,,,iry at all

.14

342



APPENDIX 8

: ;tat f Doveloplie nt Officers Evaluation Report - Modified Form

Part A: Factors that Affect Attendance at !itaff Developm:::nt Activitien.

Part It lhe Lvaluation of the Staff Development Needs of Staff

Fevelcmment Officers.

in this Appendix is the initial leZter to the Uevelopm,ilt

OfficQr (neither follow-up letter.; are includod these were similar to

those used fur the trial o: the Part-time Teachers Evaluation Report.).
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The Austrzilian Council for Educational Research Limited
S-1 11111 t

t i I la v , t i . . S . 1 `Al I I I I I . L IS IP .ilcsL
s 1111el , 'r I 1-''

I'.43 IIOs- 1., tiiIII
S " " , II... 'II, L I 11.1.1 rvIniI

,.0 L 1 t A NAL

I. roI 1.

;fur ref AP RH 1.4

Pt) Drix ;?10 1-itivt.hr lrn
Vit:t rwiri lluert.rnhrt :11; 'i?

I It ..,j ) (Ull 1_111) 1: / 1
1 ; 1:111_111/1.

The Autrallan Council for Educational Research, with the co-
operat:.on of the Victorian Staff Development Standing Committee,
ih hudying different methods for the evaluation of the Staff
D-veicoment Program orgahled by the Technical Schools Division.

It Is p%trticularly importadt for us to obtain some estimation
.)C the olevane or the : ;1 .:t'!' development program to the
reldiroents t!':, and the difficulties experienced
by stafr in development activities.. We are
se,,k1ng your LhIs regard. Firstly, we are asking
you to IpclIca:. th: tnat most restrict staff attendance
at htatT I7ItLeh. .secondly, we are askinr, you
to ,o,':monT. ryeds In the effective carrying out of
your dut]eh %h f'duca',Idn hervices officer. Of course

hup,,:ed by you w:_11 be treated as strictly
oyera7.1 results will be made available

thL: of the In charge of staff development.

sid jete the attached report, place it in
, a bd t um 1.L to liD.2 by

;(:

3A
7,21



I Nil .1 01, .W1'1 lit., irr Ir

STAFF DLVELOPMNT PROJECT

Roport from Fdocution Service,: Officur!;

,tu lit if ilov..10;c..t.ni ;r in I, t hit 11 ;ItJ i I 11.1 n. All Int,

, d it i'. I Ii ti t. Ho: rf Itt 111,,
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1.,11A1 Pf 11iE 1q1014 :i[ifi aR ROLL 11, MAIM TOL', Off

i,por t]rv. f Tr 1:

t3 L 7f1 e:ti2 ;r1 ]:t;

Bel.C4 are tglye st3tonts that color the rob: of (44:iti:n Scr,ius fficor

sli11sofitF31 knoalcdp of cco:ern -Jcpr:,:chii to mnsellit) stir.

2 of Icc3ticn31 Coosellinl kno.1::4o of cis..es otc. rclot:1 to Cjre,.:r '2ovolcp7ont

of ;tiff, knci1e3;e of 3ifferent caw or4rtnitios ootn insij o'AsiCe 1:ji: for

staff,

3 n,cvind:3 cf tre IAfE Atinistrative fl3t;,ork - its str3ct3ros, 3.1rinistr3th.o

:n3 kcy ;Ersorrel,

ills in con',uctin st3f1 dsvolciincnt Irirly cif
fielo's on: 1:.,2rnin; tocni7,;:ss 3;c7ri..:ti to tr.,i.oror;,

Procncorns eniultion in ennticn - kr.ce cf cif foront fors
:04

4PliNtle toth to.:orr ofiectincos1:o

ev31mtive instrnnts, ir.plo:.sotliion cv3h3t:cn sortoji,s,
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/111:41611.1 AN FOP IONA!, Itis.!;EARCII

The Evaluation of a Col lege
Dove lopment Program nil 1 i zing

lixterna 1 Colvin 1 t and a

Train in); or In le rvelt ion Peri od

C111.(:KI,:!;1' 1.01:;.1

,; ',1 rlyj
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111.1d. 1: A1'1'11(1,1(11 )1NI

(11 the principal and sonior staff wore
eommiicoJ to the program, and suhl;equent
oile.como3 of the program

(21

(4)

there WX; a connitmont in tern :; of
re:;earce:; (e.g. time, money) to both the
program and follow-up

the staff nctively_ participated in the
decision to become i0VOIVOU in the
prop.ram

the targcst group t,:orc all the staff of the
college

15/ the college staff initiated the contact
with the consultant

101 the staff were given the opportunity to
define the houndarie3 of the program

inform,Ion concerning ol,:uni:!.ationa1
duvelpmonc type:, of activil...;

i :; .cminited he fore commitment

() the pl.,. "e:; of organi...ational development
were undor!.tood by staff

the om.;ultant nit'ortoully intQraeted with
!:C;i11. he fore the staff expres:.;cd commitment

a7,;

crNm



\°'1 hAtA CiATUVRIN6

(1) hiring the collection of data the
on.lultanri kept it 'low' profile

t2) data colleccioa, o.g. questioanaies uuc
interviews, were seen as related to initial
broad aims of the program

dt was collected from all staff

(.1) dJta collection was not neon as threatening
to the staff

,5) the data collected wa:; seen a'..; relevant
to the college p0ce1;1;o:',

the data collected was sufficiently
comprehensive for the need:; of the
college

\N11 IONA!, MYITS

351



III 1111A1:1: 01: INFOUNIATION

1 t 1 the noo.itionn iro material was mud by the
staff for diagnostic purposvi

5)

information rod hack to staff was ill all

oay to understand form

all staff were involved in the identi-
cation of the areas in need of improvement

e,oals were set by the staff for the
Nuhsequent phase

a 'climate' was established for the
appropriatenen:i of an or)tanizatioaal
development activity,

(b) a 'contract' between the coliere staff
and the consultants WiLi decided upon

AMT1ONAL NOTES:

35 2
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THU TRAINING PROGRAM

(I) the net:LI/10es used oro soon to ho
lelated to the goals set for tho program

(2)

(3)

there was a discussion or the processes
that were involved in each activity

thorn a5 discussion of applications of
the activity to the school/organization/
college

(4) Sepportivo aspects of the college
structure were not ignored

(5) a large number of staff participated on
most occasions

(6)- within school facilitators for future
action were identified and trained

(7) activities were designed so that the
staff become less deoendont upon the
consultant during the program

(8) specific 'areas of concern' of the
college were identified

HO)

i

action plans to alleviate the:;e :areas
of concein' were established

consultant emphasil:ed underlying procesIxJ;
rather than specific content related to
the c;Ilege

(!;;;LI:v:Lion 01 the effectiveness of the
V:A:; undertahen throughout

ti u n;;;ram

i :.1)t ;:

.. 3 a 3



111\ I 1111.11.10N AND CONFINIIIN(

1$111.til'HEN1'

( I ) tc'I itc At wo nct i vt) ii t Ito vo I logo
I VU

p I an!i Eonoratod from tin) pi,w,ram
1,;01.t.." imp lown 'LL 111011 i LOrekl

con( nni II cvn lilac ion nnil to
a Ct (Jcorr..LI

Did It ()NAL N1) 1F.:-;

3ai
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Ho, atHfactory was the advanced information supplied by the organiYer,
III rtTard to:

tho purpoY.os of the conference Good

Adequate

(ii) the organiatiunal aspects of the
conference

Poor

Good

Adequate

Pour

1 To l;1t extent wrc you consulted about
the purpo3c and need for the conference .... Greatly

L:

lioderately 1--1
1

Not at all ,

Any further comn:ents relating to the 'lead-up' to the conference.

i t F tiw fe

thy, ...(.11ler,..ak..c program, it was expected that participants
ba o 1 p;11-1, :;F. 11; and lolowledgc concerned with

adult learninr, :lid problem solving. In th2
a.d(.d to indleat,2 the clarity of preentation

' to you or objcLtivc Olen the extent to 1...'hich LII

acb!cvcd.

. 367



Objective of Conference

clear 4s this objective

in the pro;ror",

:Ot at

Very ro:.'eretely oil

Cher Clear Cleer

here relevant was this

objective to vco?

Of

Very f',:orote

Releveot P,elo'rhco Polovelt

thiS

?C`Ii2VCj as

A Leadership

By the end of the conference

participants should be able to:

(i) identify major aspects of

leadership

(ii) evaluate leadership in terms

of effective and ineffective

styles

(iii) examine relevance of these

styles to ones own department

B Communication

By the end of the conference

participants should be able to:

indicate an understanding of

communication processes by applying

a communication model to themselves

C Adult Learning

By the end of the conference

participants should be able to:

identify ways in vihich adults

learn, and the conditions which

promote effective learnt g

ri) Problem Solvirl

By the end of the conference

participants should be able to:

identify major comronents related to:

' problem solving models

training-r,ce2s anal';'*

3DS

1

1

3 1

1

1

1

3 1

1
3

3

1V1
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nd %.* t he re I at ivc1 iml)ortance you place on each of the uveets oft ho .on lets CO I St I'd ubovo in rel. to your own needs. Do th j. sby rank ing the ob ject ives from 1 (F4) ..t. Important) to '4 (Least Import wt;

Leader:;hip

Connun i cat i on

Adult Learning

Problem Solving

8 What other belie fit s (or pc. limps losses) do you feel have re!iul ed fromt he con fo run cc'?

3



A l i it of problem area within the organi ?Alt i on wits lelenti lied nt t he
cou,Thi', ion of the con ft, venue . A !it, tected number of thew i».e pr..wiited
1,t low.. I o what extent (lo you think tin. con coronet! ui 11 he '.1) overcoloo
cach of these rohlem are;:? Please circle the :Ippropri ate respoic:e.

drool I iol
j: co;ilor,;.;ca

to Oat imtelit do you Wilk tho conic:r-
un° will hold ovorco:7.a this problea?

not ut
r,odorotoly :110tly oll ur 'Ur Cocrit

'file co tic;:d: to be
r;it ional 'zat ion

ho t woon
..1;opa1'trint

4

I ho po and go;11:;vl t -o 1
vc,va i t'i'cs :I f scat ion 1 4

.1017 pro Li los for
:;tai e real re

fi cat ion
4

The rale ;cad
U:,;.1dl.;:TL1071 of
edik:a ()nal :,ervice:-,

not c tear
4

I he (2., I i ;1;,e.able
not co -till i a:it:et.]

iith the da.f.--to-day
t. ;11)1 e.

1 ) 3 4

lieparthuoitt,
hot ,;;eac to luivu

t t:( wi:1.(j1
).,; 1. i f:

ttcc do 1:0/:

1 2 3 4

.; r 11011-

r
1 4
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10 hit ther problems do ''ou thinK the concerenc may help s;olve?

11 Below of typical reactions by participants immediately afterprograms !iuch as thin conference.
Indicate vthether they representpnir react ion:-; to this conference by ci rcling oppropri ate response.

Strongly
Agree Agree Disagree

Strongly
Disagree

1 The 'games' e:tamples
were good

1 4 5

The cunnult;int was
too visible

1 3 5

.) Presented a non-
tnreatening atmosphere 1 3 4

It was too artificial
3 5

S A good interation
between stafi' and
administration

6 We got to know each
other

7 'there was not enough
time to follow;)
exercises relcv.int
to us

'there was plenty uf

solving
problet that were
aired

I.erybody nad CLI

uppk)11;illity to be
.I (1

Ie

1

1

1
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I ' i.h,It t.t! re the :t roni:t! r feat tire!: of t he con ference?

13 itih.it we re the e r features of t he conference?



APPENDIX 11

The Fvainatien of Centrallv-Funded Activities

Part 1: Perceptions of the
participants concerning the effectiveness

of activities
centrally-funded.

Part II: Perceptions of the organizers concerning the possible effectivenesof centrally-funded activities.

Included in this Appendix arc initial letters to both participants andorganizers (neither follow-up letters are included for participants thesewere similar to those used in the trial of the Part-time Teachers Evaluation.No follow-up letters wore required in the case of program organizers; .
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XECLITIVE
A t itlyrio 414 MEd 4.011F. A :r rowciont)

A ) -4 W.A.. itur ',ACP (V..s 4" ron..1.,t)Pt of fl.,:toe I Hrt.t IIMA AM! AC:1
( A I 1,1. Fig (. ,0-o P4,0 MACF1.',.oft).,:por ht: MELT C:,..10

Our \ref AF 1)5 1.4A

PC) ciox :210 Flifwthort)
Voctortti /ucrt.rnhu ;J1 3i

(1)W1El 1ctit-owi

The Australian Council for Educational Research, with the co-operation o1the Technical Schools Division, is studying different methods forthe evaluation of staff development activities. Since you have attendedone of these activities over the last twelve months or so, we are seekingyour help in our study.

It is particularly important for us to examine methods of estimating theeffectiveness of these activities from attendees; also it is important togain an indication of those factors, in the college situation, whichassist or restrict the application of ideas and skills gained from theseactivities. Of course information supplied by you will be treated asstrictly confidential and only overall results will be made available tothose cf your Departmeilt in charge of staff development.

Could you please complete the attached report, place it in the enclosedenvelope, and return it to me by

Yours sincerely,

Oate,c-,

Adrian Fordham
Senior Research Officjr

Luc.
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STAFF DEVELOPMENT PROJECT

Staff developrent activity attended by yon:

Changes in both individval and college effectiveness can be brought about by rally factors, such
staffing, re-allocation of physical resources, etc. Consider nov only the effects of this activity.

(i) 11,,J offact ha3 trio z'aova staff
devoloo:eat activity hai upon the follouinl Pcmiblc

CJGC:7,2,;ci sOff devalc,.7ent 00t0: oci e niy ,:c Le eirLotly teluv:!nI to IAA: hclivItya:tem2.ei)

Ficcl

possible outcczes of staff Covelopzent zctivities Consic:eriiblo C3LI0C S2:.tlbt Dil

1r:creased your confiflence in dealing Mill students
1-1 ED

Improved your teact.ing performance 0 ED
Introduction of (IOU teaching procedures into your
lessons or thoe of your Lolleo(jue.,

11] 1-1
Changes in the content of courses taught in ve*on:c
to cc:den.] business and industry practices 0 El 1-1 1-1

Oovolopmoill of a tcam urk approach to reJchin the
goals of the dortrcot ur college,

I-1
o 0 1-1 EJ

llicreaseJ your aiJareni:ss of the future needs of
indu<try did corTerce 0 0 1-1 1-1

of Lunce;A.:, en1 s,ti11 related
your teacilin.;

I-1 1-1 CD Eli
Incredud your .:,,iti!Jectien in teaLl)inj 1-1 1 --1 1-1
G.o,e you a gredtur understandins of the total Jor'A

of the college

1 1 LL1 111-1

Increased your adaptability to future organizational
char,es

1-1 fl El
Prepared you for future positions of responsibility 1---] Li j
im:reased your coriir,i,nt to the educational ipals
of too 1.14)drifAlt cullu9e.

1-1 Ell T1 1:11
iri,reveJ your consultative

contribution to outside
c[(,t111%. t n

irfurtion cufa-,e';,

1Lee,
furtLer uloc,:tion

J 1:J i 0
fitr,er:

Ei
for ,1" sif of da

(:,poet the above staff Ovelcpr;lcut
;:Gtivity to hive Over the neat tur!Ivo ronths?



flit Ab()011

thrre r many reasons why hods expressed
and skills developed in staff development activities cannot la,tA the ongoing activities of thr classroom and wurk5hop situations. (here are other factors whichfacilitate their introduction.

ti) lo it extent did the following
factors rhstict the ioplication of ide:is and skills you cainLdfrcl t!nis staff tevelopcnt Activity?

I Insufficient materialt: or limitations of
buildings

Z General staff indifference to the introduction
of now ideas

5 Insufficient tine to carefully plan for the
inplementation of innovations to curricula

4 Inflexibility of timetabling factors

Nut directly relevant to current curricula

of su4art from the college ;!aministration

7 etw:

Effect

Considerable Moderate Slicht Nil

l

El

ie hat eAteht
fulloain,s, fa:tors Jads,t the hplication of i ,ate gained

flexibility of collc.;ie
udr:Inistr,:ti,, factors

st ,lice frc tne stilff of TAU WOO possess
;.art:.cular the

Acce-,si;.hity -a:lability bf resources,
;:;prmi,te ;11f! raterials

Go-414;:tion assinch iron' feller
of ti:, cr)!He

7fr !,U; port by irieustry
-:1 t y

t it w:r.,uhri I with staff
i;;,7: r.t Cr.R1r,AiOr,..11 ser vicc!,/stai f

r. sff ;or r

Effect

Considerable Noderate Slicht Nil
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The Australian Council for Educational Research Limited
EXECUTIVE

..--,A.A P0E:lox '210 1--tosytho,-i)11 A RINVIOr MA ME p eoppAcc (0,-...,0.,) I.,.., Victoroti Autstrollt) :j1::';,A 1-11.17nboV3r13A ClEc.),ACE iv.co-P,em.00nt) (V _j Tult,i,Ilorio (CM) 010 17--7 1-prof, cracror R UolOy I:471,th NIA AM OAL:t.: tVco-r',Nas.Clart) \---. '.__/ Cliblut.; Acturc.,,3 INdlolbour,,z,CI A f 4 col-Nouv Claz Clp 1 0,pEd PhLI MACC
0Profeztior 0 ISpaorrItt MA MCI-I LcID

0REC-1-0
.J K K00,4.10 03c CpEd VA-.0 hi Or' I' ACC

0.1r ref AF DS 1.4A

The Australian Council for Educational Research, with the co-operation of
the Technical Schools Division, is studying different methods for the
evaluation of staff development activities. Since you have organized
one of these activities over the last twelve months or so, we are seeking
your help in our study.

It is particularly important for us to examine methods of etimating the
effectiveness of these activities. One way is to ask the organizers of
the activities what they thought the most likely outcomes would be It is
in this regard we are seeking your assistance, and are asking you to
complete the accompanying report. If you have organized two or more
activities then the appropriate number of report forms have been included.
Of course information supplied by you will he treated as strictly
confidential and only overall results will be made available to those of
your Department in charge of staff development.

Could you ulease complete the attached report, place it in the en losed
envelope, and return it to me by

111.: sincerely,

6.20<e-t.

Adri; Fordham
!-;,:!hlo Research Officer
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STAFF DEVELOPMENT PROJECT

Staff development activity organized by you:

there are many possible outcomes from a staff development activity. Some relate to the individual staff member
and oters will relate to the overall effectiveness of the college. Some will Le intended by the organizers of the
a:tivity, other outcomes will be unintended but still be quite important.

how much eifect do YOU think the above staff develouent activity had upon tho ryinritv of participants? I have listed
a number of possible outcomes relevant to a variety of activities and there is the opportunity for you to further
specify other ontcomes that ray have been more relevant to the activity you organized.

Some possible outcomes of staff development activities

lncrelsed their confidence in dealing with students

17,proved their teachin performance

Introaction of ri.:w teacning procedures into tk, it
lesson: or those of tneir

Changes in the content of tneir courses taught in

response to maa,:.rn cusins ,ind industry practice,:,

bovelep:lent of tux, work app-oach to reachini the

goals of th.2ir oedartment or college

troir a.:'Irene:,s of the future h,ed (1

lr,..,, cv .-1,q Cr

irt7rt,,-; i,rtc:alc.,,;;,.. of c.;c1ct:: t; ow; rel pit':.
to try it it.:2oU:Lh't

:r,.-r in totci.iii;

t

tt.i.r of H.:: tot!: u:rk

tc, future organizational

futuri: p7;sitioms of rest on5ibi 1 I ty

to thu euocationA goals

trti :Jr c..;It_p

: contrihation hutsine

f rifv'tr. tti..)r)

f F,:rt1.Yr

iffect on majority of particjpan'Ls

Considerable Moderate Slicht Nil

1 -1 1-1

Ell F-1

LJ 1-1

7-1 1-1

1-1 i-1 El

1 -1

El. L



APPENDIX 12

The Indstrial Leave Survey

Included in this Appendix is the initial letter to staff (neither of the

follow-up letters are included - these were similar to those used in the

trial of the Part-time Teachers Evaluation Report).

A- 371



The Australian Cot ir.IL;ii; for Educational flec_r,r':,'-rch LimitedCXECUIIVE
A Rut, not' MA MEd Edr:11,A.: t1-1W(gtlenr (JADE.: F ACEProtott !Mr fl `.501by Eirtlith 1%.14 At.1 r ACE - -1 r1,1,f )o %.rlar,,Lit% 'VEIC C.34.3 i r-plit3 m:3 P0,1.7.11Orcirol!ic: r '..E;poorr.t.t

r.:11RIFCTE){.1
Prql (1, ALT

Our ref AF 0 1.4

:9 20K 210 lawthr.rn
-to^113 ALIntrtiltu 3122
ni), Iona (02) E110 1271
J,Ar3 Actoroa Molbourno

The Australian Counzil "or Educational Research, with the co-operation ofe Technical Schools Division, is studying different methods for theevaluation of st.1.'if devel.vment (in-service) activities. Throughout thelast twelve moni....hs NU have been asking teachers about the relevance ofstaff developmcp: activities organized by their College and the Victorian2taff Developmoqt CommitZee. Several important issues haveemerged from teacher discussions and surveys and we are now following themup. One of these relates to the opportunity for teachers to keep Up to datewith modern developments in their specialist field. Since the staffJevelopmeht progrcm is designed to assist all college staff, we are seekingyou: F2lp in our study.

It is particularly important for us to obtain some detailed informationconcerning -L:eacheisl ','jeWS on the extent to which they are able to updatetheir specialist knowledge and to gain an indication of the most appropriateforms of staff development for this purpose. Of course information suppliedby von will be treated as strictly confidential and only overall resultswill be made available to those in your College and Department in charge ofstaff development.

Could you please answer all questions 'unless they arc not directly relevantto you - in such casesyou will be instructed to plc,:eed to the followingsection. When you have completed this report, place it in the envelopeprovided and return it to me by

Thank you fur your assistance.

Yours .sincerely,

Fordham
!..!Nior Research Officer

VNC.
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STAFF PrVFLOPMENT PROJFCT

I I ; 1 1 oat i on Report on 'Rim-J. rial Leave
. _

1. t.:L'I "1 Cr (It'd ijHl 1.10. " 111. t ,1 I I I ii.2',J1.1;11)i,h; lf 1..1 t
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it
I , tle rituro of the i($ri1r III fcel wJeld he

.:1,r,priite for YflI:

I ,n ti A OPIV)

',limy, on'

u Ii vtai prefer pirtt me (e.g. 1 diy [or week for hirttiro

or fulltime Leo. 5 menths) industrial releuse ?

t., t iI beriol ui1 rele ice would you ',refer:

r t frequency of releuse i; most approprite to your urn

trcfessionil tievelsbment ?

whlt orihry conditions w.euld you prefer if you ,cre to

u ndertko 3 in i Justry?

I ull iYit

tenths

r,ontho

6-12 munthb

[very year

Every 2--5 years

Every I, years

Paid try present eir,pluyer

Paid by industry

Without pay

7 During the period of relorse whet osurs of atterwhince Au per terchintj conditions

ulJ y.0 see is aooropriute?

SECTION IV - Some background information

As per industry conditions

fl
El

in Iris ire riiiniy ocncerriod with the r.icst oppropriate type; of staff develop tent ,.ctivitits for

re ;t ,f r.oJern Sevelepr.ent; in industry and However there is also soot f;.eiairound informthn that

.old be helpful in plarulinq d uuit: icie preqim. Ah c hive ;hid, the infemition contained in Lid': report is

h, d only overall results will be ;resented to those of the lechnicAl cichools Divii,ion in chroe of iii$f

wcold therefore gq;reciatti yes h;erinq the f;llouinrj five questivar:

the full title of your present ft.:chin,: !ep,rtmont:

in 1.:,ur ,Cit teci2

cna t.ox rl,)

Aprrontice/fechniciar sts:ioi

itile level certificate

fertihry hrientation proqrm

occndrry tro,!e subjects

Soccridry nontrade Air.jcts

lifer, including library, etc.

; t rt el trttr enior t' Cher

rot of re..1..in lity)

nt p 1. ditto 1 ii (t)

I 05 Iii it

,
y y ..; tehererl'

tr: ;i t your
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